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ABSTRACT 

 Choosing a career can be a daunting task and oftentimes may cause challenges for first-

year college students when they enter higher education. Understanding that career indecision is 

normal within this population, it is essential to learn more about how potential related constructs 

may be significant to supporting one’s career decision-making process. Recognizing the 

influence of career maturity, academic self-concept, familismo, and achievement motivation may 

provide insight into how career counselors, faculty, and academic support staff can help first-

year college students make appropriate career decisions. The primary purpose of this hierarchical 

regression analysis is to identify the degree to which career maturity, academic self-concept, 

achievement motivation, and familismo predict first-year college students’ career indecision. 

 The sample of this study consisted of 91 first-year college students enrolled in a first-year 

learning communities program (FYLCP) at a Hispanic-serving institution in south Texas. All the 

participants were provided a demographic questionnaire (see Appendix 5), Career Maturity 

Inventory-Counseling Form C (Savickas & Porfeli, 2011; see Appendix 6), Academic Self-

Concept Scale-Short Form (Reynolds et al., 2012; see Appendix 7), The Pan-Hispanic Familism 

Scale (Villarreal et al., 2005; see Appendix 8), Achievement Motivation Measure (Smith et al., 

2019; see Appendix 9), and Career Decision Scale (Osipow, 1987; see Appendix 10). A 

hierarchical regression design was used to inspect the statistical significance of each predictor 

variable to determine if new variables provided support in R2 (Keith, 2019). 

 The findings of this three-step hierarchical regression analysis concluded that, in the 

model of block 1, career maturity and academic self-concept were statistically significant 

predictors of career indecision. However, achievement motivation in block 2 and familismo in 
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block 3 did not yield any statistically significant findings. Lastly, it is important to note that the 

overall model indicated a significant set of predictors. 

 The findings from this regression analysis can be considered helpful for career 

counselors, first-year faculty, and administrators who support first-year college students in 

making career decisions. Implications for further research include using samples that primarily 

focus on Hispanics, conducting research with first-year students that transition from various 

educational institutions (e.g., community schools) to university, comparing diverse samples, and 

understanding the impact of COVID-19 with first-year college students in a predictive study. 

Overall, the findings will provide insight and contribute to the literature related to these 

variables.  
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DEDICATION 

 For anyone who is unsure about choosing a career path, it is uniquely your journey but 

oftentimes is a bumpy road with many forks along the way. Given the times of today, this 

uncertainty can be a challenge, but I know you can do it. I believe in you. Although, you may 

decide that a chosen career may not be the one for you along your professional journey, find 

something that speaks to your soul. However, it is important to remember to not pressure 

yourself in trying to find that “perfect” career that you are passionate about but rather to take a 

step back and consider other factors. A truth for some is that, although you may not find 

complete fulfillment in your career; the career you choose may allow you the opportunity to do 

things outside of your professional life from which to find or enhance fulfillment. No matter who 

you are and where you are from, you got this! 
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CHAPTER I: INTRODUCTION 

Choosing a career path can be a difficult decision. The career decision process is often 

stressful because individuals want to make the right decision, but also worry about the potential 

negative impact of their decisions (Lipshits-Braziler et al., 2016). Beheshtifar et al. (2012) stated 

that researchers have found that anxiety frequently leads to negative career thoughts, which are 

associated to career indecision (Kleiman et al., 2004). Miller and Rottinghaus (2014) also noted 

that students who experience career indecision are more likely to experience anxiety, which is 

major barrier to the career decision-making process. Many undergraduate students in the United 

States choose to attend their local college or university with no idea of what they want to study, 

causing a significant amount of career anxiety (Pisarik et al., 2017). Pisarik et al. (2017) reported 

that students who have career anxiety tend to have little or no career guidance, occupation 

uncertainty, pressure from parents, and negative relational issues with their peers.  

First-year college students who experience anxiety have challenges with forming 

relationships with others on campus affecting their career decision-making process. First-year 

students often report lacking a sense of belonging, having problems accessing information or 

others who could be of help, and experience family pressure and confusion with the registration 

process. These are common experiences faced by first-year university students who need 

direction with their career choice (Soiferman, 2017). Johnson et al. (2007) noted that extant 

research indicates that first-year college students of color have a lower sense of belonging than 

their White counterparts because of cultural and social experiences. For example, college 

students of color identified a lower sense of belonging due to a hostile racial climate, living off 

campus compared to living on campus, and a lack of peer and faculty interactions (Johnson et al., 

2007). Slaten and Baskin (2014) reported a statistically significant difference between college 
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students who have declared a major, in their sense of peer belongingness than those who have 

not declared a major. Those who have not declared a major have more difficulty making career 

decisions. Soiferman (2017) noted that many students want more help from academic personnel 

and believe their career options will be limited without a post-secondary education. 

Consequently, it is important for first-year college students to build relationships with others on 

campus, including academic personnel regarding the career decision-making process. 

Ferguson (2007) noted that when students have trouble making a career decision it 

negatively influences their desire to persist academically. In addition, freshmen students often 

tend to not persist academically if there is a lack of a college atmosphere conducive to a strong 

integration of programs, policies, and activities, which provides a balance of academic and social 

activities (Turner & Thompson, 2014). Consequently, career indecision comes with challenges 

affecting first-year college students’ ability to persist academically rather than dropping out of 

school due to lack of involvement with the university. 

Research findings support the notion that students who have not made a career decision 

drop out of college at higher rates than those who have decided on a career (Ferguson, 2007). 

Cole et al. (2020) described first-year students as being concerned about dropping out because of 

the financial and social issues related to transitioning into higher education. Feldman (2003) 

noted that continuous problems of career decision-making could lead to “loss of earnings, 

underemployment, and poor attitudes” (p. 161). For example, students’ financial burdens can 

have a lasting impact on their academic record and can discourage them from re-enrolling in 

college if they drop out.  

Gati, Krausz, and Osipow (1996) have stated that career indecision is not a single issue 

but a group of issues that can slow down the career decision-making process. In addition, 
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Gordon and Meyer (2002) stated that it is normal for young university students to have a lack of 

career decisiveness due to inadequate work experience and knowledge of careers. However, even 

those students who are confident in their career choice still want confirmation from expert 

sources. It is therefore important that first-year college students interact with career counselors to 

help them with their career decision-making process. Overall, first-year college students can 

experience a variety of career decision-making difficulties including anxiety, lack of a sense of 

belonging, low academic persistence, and dropping out of college. Thus, career indecision is a 

major concern that needs further investigation. 

Study Constructs 

Career Indecision 

 Lipshits-Braziler et al. (2016) identified career indecision as one of the most common 

concerns in career counseling, leading to stress and confusion for many individuals. Crites 

(1974) described career indecision as the “inability of the individual to select or commit to a 

particular course of action which will eventually lead to preparation for entering a specific 

occupation” (p. 303). Osipow (1999) described career indecision as an inability to make an 

occupational choice that usually delays the career decision-making process. Research on 

reducing career indecision has primarily focused on two areas: identifying causes of career 

indecision and assessing the level of career indecision (Gati et al., 1996; Osipow, 1999). 

Individuals with high levels of career indecision often have difficulty making career choices. In 

addition, a number of constructs have been correlated to career indecision, such as achievement 

motivation (Ferguson, 2007), career decision self-efficacy (Gianakos, 2001), career commitment 

(Blustein, 1989) and career choice (Tracey, 2010). Career counselors who are working with 

individuals perhaps should utilize specific strategies and assess their effect in career indecision 
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(Osipow, 1999). Creed and Patton (2003) also found that additional factors such as age, gender, 

and career indecision were predictors of the level of career maturity in adolescents. Migunde et 

al., (2015) conducted a study with a sample of 369 secondary school students using the Career 

Decision Scale (Osipow, 1987) and Career Maturity Inventory (Savickas & Porfeli, 2011) and 

found that career readiness significantly correlated negatively with career indecision, and posited 

that, based on the age of the individual, career indecision is a reflection of one’s career maturity. 

Career Maturity 

Career maturity refers to an individual’s readiness to make a well-informed age-

appropriate career choice (King, 1989; Savickas, 1984). Career maturity indicates attitudinal and 

cognitive readiness to make educational and career choices over time (Super & Overstreet, 

1960). Brown and Lent (2012) stated that attitudinal readiness means being active in planning 

and investigating one’s future in a career and cognitive readiness means having the knowledge 

about careers and how to make reliable career decisions. An individual with high career maturity 

is capable of making a suitable career choice and has the aptitude for identifying preferences 

related to work. The construct of career maturity has been conceptualized using Donald Super’s 

Self-Concept Theory (1980) which states that as the self-concept becomes more realistic so too 

does vocational behavior and choice. Super (1980) noted that individuals choose their occupation 

to express their self-concept. 

Academic Self-Concept 

Academic self-concept refers to an individual’s knowledge and self-perception in 

academic situations (Ferla et al., 2009; Reynolds, 1988). Guay, Marsh, and Boivin (2003) noted 

that academic self-concept is how individuals feel about themselves as student learners. The 

authors also stated that when individuals grow older, academic self-concept tends to stabilize. 
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Also, Beheshtifar et al. (2012) noted individuals with a positive self-concept tend to become 

more successful in the career decision-making process. Essentially, an individual’s positive self-

concept influences their career decisions. DeDonno and Fagan (2013) conducted a study with a 

sample of 155 college students at a diverse private university and found that family structure -- 

parents who praise their children and those involved in family activities had a high academic 

self-concept. Academic self-concept appears to be an important factor as related to family 

dynamics. 

Familismo  

Familismo is a multidimensional construct that refers to a “social pattern whereby 

individual interests, decisions, and actions are conditioned by a network of relatives thought in 

many ways to take priority over the individual.” (Desmond & Turley, 2009, p.314). The authors 

stated that social pattern comes through in attitudinal, behavioral, and structural dimensions with 

Hispanic populations. Steidel and Contreras (2003) noted that attitudinal familismo includes four 

components: 1) family comes before the individual, 2) strong emotional and physical bonds with 

family, 3) family reciprocity, and 4) to protect and honor the family name. Sabogal et al. (1987) 

stated that behavioral familismo is expressed through actions and decisions that influence the 

family structure, for example, spending time with family. Structural familismo refers to the 

social network (nuclear and extended) in which behavior occurs and how attitudes have meaning 

(Valenzuela & Dornbusch, 1994). Wilkins (2009) conducted a study using a sample of 199 

Latino adolescents and found that familism and parental involvement related significantly to 

processes of achievement motivation. It seems that cultural factors such as family support are 

important for students’ need to achieve.  
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Achievement Motivation 

Motivation can manifest in a variety of styles about individuals such as achievement, 

physiological, intrinsic, and extrinsic influences (Atkinson, 1964; Harackiewicz et al., 1997; 

Ryan & Deci, 2000). Achievement motivation can be defined as an individual’s desire to be 

accomplished and reach a certain level of excellent standards (Atkinson, 1964). According to 

Atkinson (1964), achievement motivation is abbreviated as n Ach. Smith et al. (2019) described 

how challenging it has been over the years to ascribe an appropriate definition for achievement 

motivation. Smith (2015) noted that achievement motivation has been examined in educational 

and employment settings. McClelland (1961) analyzed the “achievement motive” in the context 

of an industrial society regarding individuals interested in business, stating that those with high 

levels of achievement motivation are more likely to internalize standards for themselves about 

work or study.  

Statement of the Problem 

Some college students are abandoning higher education because of the absence of career 

goals (Ferguson, 2007). Ultimately, students are becoming more undecided about their careers 

with this sense of indecisiveness leading to issues causing students struggle to academically 

persist, experience anxiety, become discouraged, and drop out of school. Without a degree or 

education, they struggle finding gainful employment they enjoy and that can help them sustain a 

satisfying career. For example, students who leave before completing their degrees may never 

realize their potential and experience significantly lower earnings over their vocational careers 

(Millea et al., 2018). As a result, their decisions adversely affect the quality of all future 

occupational choices and finding a satisfying career. 
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Purpose Statement 

The purpose of this quantitative study is to examine the extent to which career maturity, 

academic self-concept, achievement motivation, and familismo predict career indecision among 

first-year college students. These predictor variables were examined in order to identify their 

statistical significance with career indecision. Researchers have suggested a positive relationship 

between career maturity and academic self-concept (Alam, 2016; Istiana, 2017). Ferguson (2007) 

found a positive relationship with career decision-making and achievement motivation. In 

addition, researchers suggest that first-year college students face many difficulties when 

choosing a career (Cole et al. 2020; Gordan & Meyer, 2002; Osipow, 1987; Soiferman, 2017). 

However, extant studies have not examined familismo as related to career decision-making 

among first-year students. The results from this study perhaps can provide insight on how career 

maturity, academic self-concept, achievement motivation, and familismo predict academic 

success and goal attainment. Furthermore, results may provide information to college personnel 

in designing academic and career support systems that help students reach their career goals. The 

predictor variables in this study were added in blocks in a hierarchical regression analysis to 

understand the variances with career indecision and to assess the variance for familismo above 

and beyond what the other predictor variables account for among first-year college students. 

Research Questions 

The objectives of this predictive quantitative study were to identify to what extent career 

maturity, academic self-concept, familismo, and, achievement motivation support first-year 

college students’ career indecision.  

The primary research questions are: 
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a) What are the levels of career maturity, academic self-concept, familismo, and 

achievement motivation among first-year college students? 

b) What is the relationship among career maturity, academic self-concept, familismo, 

and achievement motivation? 

c) What is the influence of achievement motivation and familismo in first-year college 

students’ career indecisiveness after controlling for career maturity and academic 

self-concept? 

Significance of the Study 

 The current quantitative study is significant for two reasons. First, Freedman (2013) 

noted that many first-year students are likely to make uninformed choices in choosing a major 

regarding their career path. Thus, first-year student’s need help navigating the career decision 

process due to not being developmentally ready. Choosing a major has serious implications for 

the majority of students (Freedman, 2013). As a result, there is a potential loss of human 

resources.  

These can include loss of finances and/or time, career anxiety, lack of social and 

professional support, and the inhibition of the pursuit of a career that identifies one’s genuine 

interests. According to the American College Health Association (2019), in which 24,664 

respondents contributed to this national survey, 39.9% of college students said their finances 

were difficult to handle at some point in the past 12 months. In another national survey, college 

students reported that the top stressors include the need to pay off loans, the need to find a job 

after school, the academic challenge of course work, and the cost of education (Trombitas, 

2012). Trombitas (2012) also found that first-year students experienced high stress related to the 

cost of education. Students that drift from major to major or feel undecided about a career may 
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lose time completing their studies. Also, Miller and Rottenhaus (2014) mentioned that anxiety is 

correlated to career indecision in college students and that, specifically, career-related anxiety 

negatively correlates with career-seeking behaviors (Germeijs et al., 2006) and career decision-

making in high school students (Saka et al., 2008). Moreover, the lack of social and professional 

support may also hinder one’s ability to pursue a career that they find fulfilling.  

Second, searching for work and exploring careers can be one of the most meaningful 

responsibilities for a person (Kim et al., 2014). The lack of education affects individuals who do 

not have the technical skills to access the ever-growing labor market. These individuals may feel 

frustrated because of the lack of career direction and may lose hope not understanding what 

resources are available for them to succeed. This study is also important as it has the potential to 

help academic personnel who work with first-year students on the career decision-making 

process. Likewise, the implications of this research will provide career counselors with 

information needed to administer specific counseling strategies appropriate for increasing self-

efficacy in career decision-making and career decisiveness among first-year college students. 

Therefore, this study is significant as it addresses the phenomenon of career decision-making, 

particularly with individuals that are indecisive in their future career plans. 

Methodology 

 I used a hierarchical multiple regression analysis to examine whether career maturity, 

academic self-concept, familismo, and achievement motivation would predict career indecision. 

The University College Research Committee and the Institutional Review Board of the affiliated 

university approved this study. 
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Sample 

 The researcher gathered the minimum of 85 college students enrolled in undergraduate-

level courses in a southwest Hispanic Serving Institution. The sample included students who 

classify as freshmen. Lastly, the participants provided demographic information about their age, 

gender, institution location, ethnicity, student status, working situation, financial aid status, and 

Covid-19 pandemic concerns. 

Instrumentation 

 Career maturity was measured by the Career Maturity Inventory-Counseling Form C 

(CMI) (Savickas & Porfeli, 2011), which is a 24-item self-report assessment that measures the 

combination of attitudes and career competencies.  

Academic self-concept was measured by the Academic Self-Concept Scale-Short Form 

(ASCS-SF) (Reynolds et al., 2012), which is an 18-item self-report assessment that examines the 

perception of confidence in students’ academic capabilities.  

Familismo was measured by the Pan-Hispanic Familism Scale (P-HFS) (Villarreal et al., 

2005), which is a 5-item instrument designed to measure familismo.  

 Achievement motivation was measured by using the Achievement Motivation Measure 

(AMM) (Smith et al., 2019), which has 13 items that specifically looks at achievement thoughts 

and achievement behaviors in individuals. 

 Career indecision was measured by Osipow’s (1987) Career Decision Scale (CDS), 

which is a 19-item instrument that measures career indecision. W.D. Smith (2015) noted that the 

CDS is an instrument that assesses career certainty (two items) and career indecision (sixteen) 

items.  
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Data Analysis 

 I conducted a hierarchical regression analysis to address the research questions I 

established for this study. According to Dimitrov (2009), a hierarchical regression analysis is 

used when the researcher wants to examine a statistically significant amount of variance in the 

criterion variable after computing for all other variables. A hierarchical regression analysis 

seems appropriate for this study as I will attempt to use one criterion variable (career indecision) 

and four predictor variables (career maturity, academic self-concept, achievement motivation, 

and familismo) to predict the amount of variance in each established block of variables. The 

intent was to see if newly added predictor variables would provide a significant amount of 

variance in this regression model. Block one included career maturity and academic self-concept, 

block two included achievement motivation, and the last block was familismo. An a priori power 

analysis was used to identify the necessary sample size in this study. Using the G*Power 3.1 

statistical power analysis program (Faul et al., 2007), assuming a medium effect size of f2 = .15, 

alpha level of .05, and power of .80, a minimum sample size of 85 participants would be needed 

for this study using four predictors.  

Limitations 

 There are two major limitations to this study. It is possible that participants who choose 

to volunteer will differ from those who did not volunteer due to certain factors, which, in turn, 

may result in a lowered external validity reported in this study. One of these factors may include 

an experimenter effect, such as the Hawthorne effect, by which participants may perform 

differently in the presence of the researcher. Another factor could also be the age of the 

participant; for example, students who identify as 18-year-old first-year college students may 

respond differently than 22-year-old first-year college students in this study.  
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 In addition, the second limitation is that the participants’ responses with these 

instruments are self-reported, and it is not evident how truthful and accurate these responses 

were in terms of the instruments being collected from the researcher. However, I will assume 

each participant answered to the best of their ability at that moment. It is possible that some 

students may have felt rushed or felt the need to answer according to what they thought the 

researcher wanted to know. Other factors may have contributed as well – for example, genuine 

interest, motivation, and potential extra credit from the instructor. 

Delimitations 

 A hierarchical regression analysis does not imply causation but rather a correlational 

relationship. This statistical tool can only examine relationships between the criterion and 

predictor variables. Also, the researcher was restricted to collecting the sample from only two 

institutions and to the specific instruments used in this quantitative study. The sample that was 

collected only consisted of first-year college students. The findings in this sample may not be 

generalizable to a greater population but rather relate specifically to the conditions that were met 

in this study.  

Definition of Terms 

Academic Self-Concept: Refers to an individual’s knowledge and perceptions about themselves 

in academic situations (Ferla et al., 2009; Reynolds, 1988).  

Achievement Motivation: Refers to an individual’s desire to accomplish tasks and reach a certain 

level of excellent standards (Atkinson, 1964). 

Career Decision-Making: Refers to an individual’s capacity to choose a career during one’s 

career developmental process and decide what career path is appropriate for them. 
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Career Decidedness: The status of an individual when choosing a career path and how 

determined one is to follow that career choice. 

Career Indecision: Refers to as an inability to make an occupational choice that usually delays 

the career decision-making process (Osipow, 1999).  

Career Maturity: Refers to an individual’s readiness to make a well-informed, age-appropriate 

career choice (King, 1989; Savickas, 1984).  

Familismo: Refers to a “social pattern whereby individual interests, decisions, and actions are 

conditioned by a network of relatives thought in many ways to take priority over the 

individual.” (Desmond & Turley, 2009, p.314). 

First-year College Students: Refers to “a student who is in their first year of college coursework 

after graduating from high school.” (First-Year Learning Communities Program, 2020). 

First-Year Learning Community Program: Refers to “first-year college students who are in a 

cohort that take two or more courses together for the first two semesters.” (Texas A&M 

University-Corpus Christi, 2020). 

Organization of Remaining Chapters 

The remaining chapters of this dissertation includes Chapter II, which provides a review 

of the existing literature supporting the current study; Chapter III, which describes the research 

design and methods employed in this study; Chapter IV which presents the results of the current 

study; and Chapter V which reviews the findings in light of existing research. The overall 

discussion also includes considerations for future studies and practical implications for career 

counselors, faculty, and academic support staff.       
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CHAPTER II: REVIEW OF THE LITERATURE 

Organization of this Chapter 

 The literature described and reviewed in this chapter will provide a theoretical foundation 

for this capstone project. To achieve this task, the remainder of this chapter is organized as 

follows: (a) introduction, (b) identification of the search criteria and processes, (c) theoretical 

framework of career development, and (d) and review of appropriate theoretical constructs.  

Introduction 

 The experiences of first-year university students are unique, with different aspects 

contributing to or burdening their overall vocational success as they start their academic journey. 

Also, it is important to understand how they experience their overall career development in 

higher education. Those students who have difficulty with the transitioning often have no idea 

what to do, and that uncertainty leads to a variety of academic and career-related issues. 

 Conley (2008) described that the transition from high school to higher education can be 

one of the most difficult transition occurrences one faces as a young person. The transition to 

higher education can pose several challenges regarding one’s career development, such as new 

academic roles and career expectations, influences from family and friends, knowledge about the 

world of work, and identifying a chosen a career path.  

Freedman (2013) noted that first-year college students often make uninformed career 

choices that have serious implications such as choosing a major. For example, first-time 

associate’s or bachelor’s degree students will change their major at least once within three years 

of enrollment (NCES, 2017). Ferguson (2007) also mentioned that students who drop out at 

higher rates are likely to struggle choosing a career. Thirty percent of college freshmen drop out 

after their first year of college and a college dropout will earn about 35 percent less than a 
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college student with a bachelor’s degree (College Atlas, 2018). Therefore, it seems that college 

students often struggle finding their preferred major of study, take longer to graduate, and 

potentially earn less over their lifetimes compared to those who do graduate. There are issues 

that lead to these overarching concerns for first-year students and therefore constitute a major 

concern for career counselors, faculty, and other academic support personnel who would seek to 

increase overall academic and vocational success. 

Beggs et al. (2008) stated that undergraduate students are influenced by family members 

and friends, general subject interest, and the type major rather than by their values and goals in 

the career decision-making process. The impact of loved ones can play a huge part in what a 

student decides when choosing a career path. Herren et al. (2011) also noted that family, peers, 

and teachers are the strongest influences on a student’s career decision-making process. Awang, 

Kutty, and Ahmad (2014) highlighted that it is essential that first-year college students who 

transition from high school to post-secondary education have support from peers, family, and 

faculty members. It is certainly crucial that we consider and respect these support systems from 

the perspective of first-year students. However, is also important that we provide them with the 

appropriate campus resources to help them with appropriate career decision-making based on 

their values and interests, which, if provided, may reduce career indecision. 

Typically, first-year college students developmentally lack career decidedness due to the 

absence of career experiences and knowledge about occupations (Gordon & Meyer, 2002). The 

authors conducted a study using a sample of 84 prospective university students at a career 

counseling center and found that 50 percent of those students were predominantly uncertain of a 

career choice. Gordon and Meyer provided recommendations for utilizing a career-counseling 

course for first-year students as a way to help them with effective decision-making, knowledge 



                                                     

16 

 

of the world of work, and implementing career planning. Also, in a study conducted by 

Soiferman (2017) reported that at a mid-size Western Canadian University with a sample of 713 

college students, 263 of those being first-year college students, the participants wanted to feel a 

stronger sense of belonging and have more access to university resources, additional guidance 

from academic personnel, and better utilization of university resources. They concluded that it is 

essential that higher education institutions implement specific resources to help first-year 

students with the career decision-making process.  

Career counselors can provide a variety of services to first-year college students at higher 

education institutions to help with the challenges related to the career indecision. As mentioned 

earlier, many individuals experience a variety of issues related to the career development 

process. Those may include career anxiety (Pisarik et al., 2017), retention (Upcraft et al., 2005), 

lack of sense of belonging (Soiferman, 2017), fear of dropping out (Cole et al. 2020), 

underemployment (Feldman, 2003), lack of academic persistence (Turner & Thompson, 2014), 

stress (Lipshits-Braziler et al., 2016), and career indecision (Osipow, 1999). 

Search Criteria and Processes 

 A series of extended and systematic searches were applied to identify the appropriate 

counseling and psychology literature and outcome-based studies that followed both classic and 

contemporary reasoning about career maturity, academic self-concept, familismo, and 

achievement motivation on first-year college students’ career decision-making over the last 60 

years. Specific research sources included: (a) seminal texts, (b) electronic databases from peer-

reviewed, journal-specific searches, (c) NCES repositories (NCES, 2017, 2018, 2019, 2021), and 

(d) consultation with colleagues, licensed supervisors, counselor educators, and my dissertation 

faculty committee. The search criteria and processes approach have allowed me to find specific 
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keywords to gather academic material for this dissertation. First-year college students, four-year 

university, and freshmen students were used in identifying the population of interest. Keywords 

such as career maturity, academic self-concept, familismo, achievement motivation, and, career 

indecision were used to examine specific constructs of interest.  

Theoretical Framework of Career Development 

 The Social Cognitive Career Theory (SCCT) framework is an approach that both 

introduces and describes the career development process. There are a variety of different career 

counseling theoretical frameworks that both illustrate career development and the career 

counseling process. However, this framework was chosen because there is a substantial amount 

of empirical research that supports its usefulness with the career development process. 

Specifically, SCCT (Lent et al., 1994, 2000) is a well-known and sound theoretical approach in 

the career counseling field that includes components of Bandura’s theory (e.g., outcome 

expectations, goals), features of “person input” (e.g., gender, ability) ,and contextual factors that 

form an individual’s academic and career paths (Lent & Brown, 2017). A meta-analytic path 

analysis conducted by Brown et al. (2008) that included nine meta-analyses from 1983 to 2004 

tested the academic performance model with a two-stage approach and found that self-efficacy 

beliefs are significantly related to academic goals. Also, Brown et al. (2011) performed a meta-

analysis using a brief SCCT model of work performance and found it was a good fit when 

looking at both ability and goals. Further, Sheu et al. (2010) used a meta-analytic path analysis to 

incorporate data from SCCT’s interest and choice premises as they explored Holland’s RIASEC 

themes (conventional, realistic, investigative, artistic, social, and enterprising). The authors note 

that the results of their investigation were consistent with both the interest/choice model and 

RIASEC model. These meta-analyses provide theoretical support for the SCCT framework.  
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Social Cognitive Career Theory 

 The Social Cognitive Career Theory (SCCT; Lent et al., 1994) is a practical theoretical 

approach that was initially proposed by (Hackett & Betz, 1981) as a career self-efficacy theory to 

conceptualize and promote women’s career development using Bandura’s (1971) general social 

cognitive theory. Hackett and Betz (1981) applied Bandura’s (1971) social cognitive theory to 

highlight the aspect of self-efficacy needed in making vocational choices. The authors postulated 

that the women in their study struggled in choosing a career field because of a lack of experience 

and knowledge of the world of work. Betz and Hackett (1997) noted that, when examining 

women’s low self-efficacy expectation outcomes, it is essential to take into account other career-

related factors that serve as barriers in making vocational choices. Thus, this study lead to more 

empirical research in examining the role of self-efficacy related to career development outcomes, 

after which it became integrated into a practical theoretical approach in describing career 

decision-making with a variety other populations.  

 Lent et al. (1994) developed SCCT as a model to explain the three mechanisms of career 

development. The authors explain that these three mechanisms include how one establishes 

career and academic interests, how one makes educational and vocational choices, and how one 

acquires academic and vocational success and are reflected in the interest model, the choice 

model, and the performance model, respectively. Within the SCCT framework, the authors 

focused on self-efficacy beliefs, expected outcome, and goal mechanisms in determining 

correlations with gender, context, and learning factors. 

 Self-efficacy beliefs derive from four sources of information: mastery performances, 

vicarious experiences, social persuasion, and emotional and physiological states (Bandura, 1999; 

Lent, Brown, & Hackett, 2000). Bandura (1999) described that individuals can achieve mastery 
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performances in overcoming challenges by taking manageable steps to complete tasks and gain 

successes; however, failures may undermine this early on in self-development, so acquiring 

resiliency is important. Vicarious experiences are those in which people observe others like 

themselves succeed for an amount of time, and then are more likely to believe they can also 

achieve success as well; but also works when people observe failures to learn from mistakes. 

Social persuasion refers to the influence of others knowing that one has what it takes to succeed, 

which allows one to become more persistent and exert more effort (Bandura, 1999). Lastly, 

emotional and physiological states are aspects of people who can analyze their abilities by 

reading their tension, anxiety, and depression as a deficiency. They can also examine fatigue, 

windedness, and body pains. The author noted that if you could increase one’s physical and 

emotional state, it can allow for an individual to increase one’s efficacy beliefs and outcome 

expectancies. 

 Outcome expectancies refer to the beliefs about the consequences of performing a 

particular behavior. Individuals are more likely to participate in a task if they believe they will 

have a positive experience (Bandura, 1999). Personal goals reflect one’s motive to participate in 

certain tasks. In SCCT, this is referred to as choice goals and performance goals (Lent et al., 

1994). Individuals who have goals are more likely to organize and guide their own behavior even 

with personal setbacks (Lent et al., 2000). Lent et al. (1994) described that over an individual’s 

course of development, proximal environmental influences and self-efficacy expectations 

influence one’s interests, choices, and performance. The authors developed a model for each 

component. 
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The SCCT Interests Model 

 Lent et al. (1994) stated that the Interests Model describes how individuals are being 

directly exposed to an assortment of career-related activities during their development as a child 

and adolescent. The authors noted that as an individual develops the reinforcement of these 

interests allows for the development of those interests based on how efficient one is at specific 

career-related tasks and thus creates expectations of positive outcomes. In essence, individuals 

are likely to continue participating in these interests based on how confident they feel doing it 

and that these career-related activities will produce positive outcomes. 

The SCCT Choice Model 

 Lent et al. (1994) noted that the Choice Model is constructed upon the Interests Model in 

that career-related interests support specific educational and career choice goals. However, the 

authors describe that choice goals may be further impacted directly by self-efficacy beliefs, 

outcome expectations, or proximal environmental influences rather than one’s interests. 

Individual choices may also be influenced by family demands, economic needs, and academic 

limitations, so it is essential to discern an individual’s level of support, barriers, and available 

opportunities. The more support an individual has in their life, the more the interests for that 

individual will become a more significant factor in terms of pursuing their career choices (Lent 

et al., 1994). 

The SCCT Performance Model 

 Lent et al. (1994) described that the Performance Model focuses on the level of success 

an individual has in obtaining educational and vocational pursuits and the degree to which they 

persist when encountering obstacles. The authors note that performance in an individual 

comprises both motivation and ability. Hence, individuals who apply their abilities have higher 
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self-efficacy, positive outcome expectancies, and goals. Researchers have used SCCT with a 

diverse range of populations. 

Figure 1  

How Career Choices and Interests Develop Over Time 

 

Source: (Lent, Brown, & Hackett, 1994). 

 For example, the study of SCCT with other populations include African American 

women (Hackett & Byars, 1996), Mexican American adolescent women (Flores & O’Brien, 

2002), African American college students (Dickenson et al., 2017), and first-generation college 

students in STEM fields (Garriott et al., 2017). Recently, Lent et al. (2019) conducted a path 

analysis with 365 college students using a social cognitive career self-management model and 

found that it was a good fit with the factor analytic findings, which account for some significant 

variance in relation to decisional discomfort and levels of career decidedness. Also, components 

of SCCT have been studied with related variables regarding this research study.  

For example, Byars-Winston and Fouad (2008) used a sample of 227 undergraduate 

students and found that an SCCT framework supported a model that largely contributed to 

parental involvement with outcome expectations. The authors noted that parental involvement 

directly predicted goal intentions through its strong relationship with outcome expectations. 
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Similarly, one component of familismo is described as having perceived support from family in 

which the child transitions to adulthood, which may thus lead to positive outcomes such as 

satisfaction with parents and family cohesion (Stein et al., 2014). In addition, Isik (2013) 

conducted a study with 263 undergraduate students using the SCCT framework and found that 

perceived social support from family and friends were positively correlated to vocational 

outcome expectations while locus of control was negatively associated with vocational outcome 

expectations. The author noted that students who have perceived support from their families have 

less career indecision and that locus of control significantly predicts vocational outcomes. SCCT 

and familismo are both contextual by nature and it is this that may explain how one’s career 

development is influenced over time.  

In addition, Stevenson and Lochbaum (2008) conducted a main study with 386 

participants and found, using a revised socio-cognitive model of achievement motivation, 

significantly predicted levels of intrinsic motivation and performance attainment related to 

exercise. Smith et al. (2019) noted that locus of control and achievement motivation both have 

similarities. The authors found that higher achievement motivation scores correlated to a higher 

internal locus of control within students, and thus those who rely on their inner resources will 

have higher levels of achievement motivation. There seems to be some connection between 

SCCT and achievement motivation. 

 SCCT provides a theoretical framework to help examine the career development process 

with young adults from a socio-cognitive viewpoint which emphasizes career behavior, personal 

and contextual factors, and interests and values that predict vocational outcomes. In addition, 

researchers have pointed out how social factors like culture and ethnic identity can influence 

outcome expectations, career self-efficacy, and career decision-making. 



                                                     

23 

 

Review of Relevant Constructs 

Career Indecision 

Career indecision refers to refers to as an inability to make an occupational choice that 

usually delays the career decision-making process (Osipow, 1999). Xu and Bhang (2019) 

provided an inclusive definition of career indecision “as a state of being undecided about one’s 

educational, occupational, and career-related path” (p. 3). Initially, career indecision was 

conceptualized as a dichotomous construct (decided or undecided) before the 1960s (Santos, 

Ferreira, & Goncalves, 2014). Also, the authors note that, since the 1970s, researchers had 

started viewing career indecision as either career indecisiveness or career indecision. 

Furthermore, Xu and Bhang (2019) mentioned that career indecision historically adopts a linear 

conceptualization of career decision-making and illustrates a barrier to career development. 

However, in recent years career indecision has been viewed in a more positive way. For 

example, Krieshok et al. (2009) described career indecision as a state of adapting to change with 

the uncertainty of making vocational choices.  

 Career indecision is a common developmental experience among high school students 

transitioning to higher education or for first-year college students. Furthermore, individuals with 

career indecision may have more issues if it becomes chronic over time. Osipow et al. (1976) 

described individuals with career indecision as not being comfortable with implementing one’s 

career choice and not being decided on a specific major of study. There are two career indecision 

types, career indecisiveness or having career indecision (Osipow, 1999). The author notes that 

career indecisiveness is a pervasive, negative personality trait where individuals have difficulty 

making career decisions across several domains. Career indecision is a state of normal human 
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development where one assesses possible career options and experiences challenges along the 

way. 

Researchers have explored career indecision with undergraduate college students for the 

past few decades. Morgan and Ness (2003) reported that most undergraduate students have some 

type of career indecision and/or career anxiety which can ultimately impede career decision-

making (Osipow, 1999; Saka & Gati, 2007). As mentioned earlier, at least 50 percent of 

undergraduate students typically report having some type of career indecision (Gordan & Meyer, 

2002; Morgan & Ness, 2003). Thus, it is critical we identify and mitigate these potential career 

development issues as soon as possible. It is important to note that career indecision can reflect 

upon other career decision-making issues, such as promotions, job transitions, relocations, job 

hunting, and unemployment while in the career decision process (Osipow, 1999). Gati, Krausz, 

and Osipow (1996) analyzed three categories of career-decision-making difficulties that lead to 

lack of readiness in the career-decision process. The authors report that these include a lack of 

motivation to start a career, general indecisiveness, and dysfunctional beliefs in the career-

decision-making process (e.g., an expert will choose my career, etc.). When working with 

college students, it is critical to understand their level of career indecision and where that career 

indecision is coming from (Xu & Bhang, 2019).  

Career indecision can be a complicated issue that may seem simple on the surface. Nauta 

(2012) conducted a confirmatory factor analysis to test the fit of Kelly and Lee’s (2002) six-

factor model of career indecision. The author used a diverse sample of 188 college students and 

found only 5 domains fit. These domains include not being aware of occupational information to 

make informed career choices, the need for career information, trait indecision, choice anxiety, 

and disagreement of value conflicts with loved ones.  
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In recent years especially, it seems that career indecision is viewed from a 

multidimensional perspective rather than a dichotomous one (i.e., undecided vs decided). 

Savickas (2010) stated that individuals who show career indecision have a lack of career control 

needed to make appropriate career decisions. A study conducted by Daniels et al., (2011) 

included a sample of 844 undergraduates at a Canadian research-intensive university, which 

found that perceived control predicted lower scores of career anxiety and career indecision. 

Essentially, the authors stated that students who felt they had some level of control were less 

likely to experience career indecision, and thus more likely to take an active role in seeking out 

career information, counseling, and to engage in job seeking. Career indecision is a common 

central theme that college students face while in undergraduate school and may reemerge or be 

unresolved in later career stages (Daniels et al., 2011). Likewise, researchers have also 

mentioned that career indecision is a career development construct closely related to career 

maturity (Levinson et al., 1998; Prideaux & Creed, 2001). 

Career Maturity 

 Career maturity refers to the individual’s readiness to make a well-informed, age-

appropriate career choice (King, 1989; Savickas, 1984). Career maturity was originally referred 

to as “vocational maturity.” Super (1955) first introduced the construct of vocational maturity in 

the counseling psychology literature. As a construct, career maturity is one of the most 

researched outcome measurements in career development and counseling in the past 50 years 

(Brown & Lent, 2012; Cook, 1991; Spokane, 1991). An individual who has high career maturity 

has the capability to recognize specific occupational-related preferences and complete tasks that 

allow them to achieve their goals. Prideaux and Creed (2001) noted that counselors examine 

career maturity to determine attitudes towards compromise, involvement, orientation, 
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independence, and decidedness. The authors also note that is important to assess for knowledge 

regarding occupational information, goal selection, planning and problem solving, and self- 

appraisal. Busacca and Taber (2002) stated career maturity is essential for individuals in making 

informed and realistic vocational choices and thus, the individual with high career maturity is 

likely to combine a vocation that matches their self-concept.  

 Researchers have found that career maturity has had significant relationships associated 

with other career counseling and development constructs, such as career decision self-efficacy 

(Emerson, 2017), career preference (Salami, 1997), self-concept (Onivehn, 1991), work salience 

(Naidoo et al., 1998; Super & Nevill, 1984), and parental attachment (Lee & Hughey, 2001). 

Brown and Krane (2000) found large effect sizes in association with five critical factors when 

working with individuals on career maturity in career interventions. The authors noted that 

workbooks, counselor feedback, modeling, world of work information, and creating support for 

the individuals help in the career decision-making process.  

Super and Overstreet (1960) noted that career maturity includes both attitudinal and 

cognitive readiness to make academic and occupational choices that develop over one’s lifespan. 

Crites (1976) also stated that career maturity is separated into two different components: 

attitudinal and cognitive. The attitudinal dimension refers to individuals’ attitudes and feelings 

about making an occupational choice and deciding if one should pursue a career choice as one 

enters the job market. The cognitive dimension refers to the individuals’ awareness of a need to 

make an occupational choice and the recognition of the vocational preferences with regard to the 

world of work. Crites (1981) proposed that the most crucial career development phase for 

individuals is the establishment stage (ages 16 to 25 years) in predicting future vocational 

success in the world of work.  
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 Furthermore, McCaffrey et al., (1984) found that among the undergraduate college 

student population it upper-level students have higher career maturity than lower-level students. 

This is an important distinction as this research study is focused on first-year college students. 

Also, Van Haveren (2000) stated that junior and senior undergraduate students were more certain 

in choosing a career compared to freshmen and sophomores. Langley et al. (1992) established 

five different dimensions for individuals that lead to career maturity in career development. The 

authors note that it is important for individuals to gather career-related information to improve 

one’s self-knowledge and insight, acquire decision-making skills, integrate knowledge into the 

world of work, and implement knowledge in career planning and decision-making. Naidoo et al., 

(1998) found that career maturity has a positive correlation to intellectual level. Creed et al., 

(2006) stated that career maturity is important in understanding career behavior in individuals. 

Savickas and Porfeli (2011) based on scores found in their study, which consisted of 453 

students attending grades 9-12 in a Midwestern urban high school that career counselors may 

help meet the need of diverse individuals by using specific interventions. Naidoo (1998) reported 

that counselors working with minority groups should be careful at interpreting low scores of 

career maturity as it may reflect perceived social barriers and restricted access to the job market. 

Career maturity can also be linked with other variables discussed in this research study. 

For example, career maturity and achievement motivation both look at aspects of 

responsibility within an individual. For example, the CMI examines career control which focuses 

on responsibility for creating a career through decisive actions using a deliberate approach to 

performing career tasks, while the AMM focuses on personal responsibility relating to one’s 

success and failures (Savickas & Porfeli, 2011; Smith et al., 2019). Also, the Career Maturity 

Consultation Sub Scale suggests looking at a client’s cultural identity and conception of career 
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choice, context, and dynamics in the relationship with family, which is similar to familismo in 

which one looks at the interpersonal relationships concerning family members. (Savickas & 

Porfeli, 2011; Villarreal et al., 2005). Career maturity and self-concept are constructs that are 

viewed through developmental stages as one gains experience over time as career development is 

a lifelong process. When an individual increases in maturity level, they tend to effectively 

implement their self-concepts in occupational roles, and thus indicate characteristics which affect 

career choices (Savickas & Porfeli 2011). Alam (2016) also noted that stakeholders in school 

systems should help develop career maturity in students as it can impact academic self-concept.  

Academic Self-Concept 

 Academic self-concept refers to an individual’s knowledge and perceptions about 

themselves in academic situations (Ferla et al., 2009; Reynolds, 1988). Marsh and Craven (1997) 

stated that academic self-concept is an evaluation of one’s self-perception that is created during 

life experience with one’s academic environment. As a construct, researchers have extensively 

investigated academic self-concept since the 1970s. Brookover et al. (1962) investigated self-

concept in an academic setting using a longitudinal research program with over 1,000 high 

school students in a medium-sized school system. Reynolds et al. (1980) stated that an 

individual’s academic self-concept is reliant on environmental and situational factors. In the 

initial study using responses from 427 college students, they were able to construct the Academic 

Self-Concept Scale down from 59 to 40 items as a way to assess academic self-concept. 

Shavelson et al. (1976) devised a model that proclaimed self-concept was a multidimensional 

hierarchical construct that could be separated into both non-academic and academic self-

concepts. Marsh and Shavelson (1985) found that while their research did support Shavelson’s et 

al. (1976) hierarchical model, their research was more nuanced as there was more than one 
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higher-order factor. Therefore, Marsh et al. (1988) conducted two different studies to revise the 

model so as to include both verbal and mathematical academic self-concepts. The authors used 

hierarchical confirmatory factor analysis to test the revision across North American responses to 

the Self Description Questionnaire III along with two other assessments. Reynolds (1988) 

created a measurement of academic self-concept as a way to assess for the academic facet of 

general self-concept with 589 undergraduate college students. The author found similar results in 

Shavelson’s (1976) study in that there is support for a multidimensional hierarchical view of 

academic self-concept and similarly noted that participants with higher internal locus of control 

had higher academic self-concept, which was consistent with other previous studies (Reynolds, 

1988).  

 Academic self-concept is a construct that predicts students’ grades, college attendance, 

and educational attainment (Guay, Larose, & Boivin, 2004; House, 1993). House (1993) found, 

using a sample of 241 African American and Caucasian underprepared adolescent students, that 

those with higher academic self-concept had higher math grades. Guay et al. (2004) stated that 

academic self-concept has been extensively studied with academic achievement. The authors 

found, using a longitudinal study with three cohorts of 465 French Canadian children from ten 

elementary schools in Quebec City, that academic self-concept predicted educational attainment 

level ten years later. Matovu (2014) conducted a study of 280 college students at a public 

university in Malaysia and found that measuring academic self-concept was appropriate across 

student gender and grade levels. He concluded that instructors should be aware that encouraging 

student’s academic confidence and effort would have a positive impact on students’ academic 

self-concept. Byars-Winston et al. (2010) showed that outcome expectations and self-concept 

beliefs are significant moderators of an individual’s academic and career choice behaviors. Also, 



                                                     

30 

 

students who had higher levels of academic self-concept, as compared to students with lower 

levels, tend to value their own abilities, accept challenges, take on new risks and goals, and have 

a higher motivation to complete challenging tasks (Bong & Skaalvik, 2003; Pintrich et al., 1994). 

In contrast, students with lower levels of self-concept had less cognitive and motivational 

resources than those with positive self-concept (Nunez et al., 1998).  

When it comes to instrument construction, in relation to academic self-concept and 

achievement motivation, both the ASCS-SF and AMM instruments use self-control scales (Brief 

Self-Control Scale and the Rotter Internal-External Locus of Control Scale) to provide reliable 

and valid results (Reynolds et al. 2012; Smith et al., 2019).  

Achievement Motivation 

 Smith (2011) stated that McClelland and his associates at Harvard University had studied 

achievement motivation for over two decades since the 1950s. The author also stated that 

McClelland and other researchers have identified attributes of high achieving individuals that 

demonstrated a group of similar behaviors and thoughts. Hooja and Shaktawat (2017) pointed 

out that the word motive is derived from the Latin word movere, meaning “to move.” 

Mohammadnia et al. (2017) noted that achievement motivation is one of the essential 

motivations of human development and a fundamental requirement for learning and teaching. 

Atkinson (1957) proposed the theory of achievement motivation as a way “to explain how the 

motive to achieve and the motive to avoid failure influence behavior in situations where 

performance is evaluated against some standard of excellence” (pg. 371). McClelland (1961) 

defined achievement motivation (n Ach) as an individual’s consistent pursuit to acquire 

excellence. The author also mentions that the unique characteristics of high achievers include the 

need for achievement, need for affiliation, and need for power. McClelland (1965) described 

https://www.sciencedirect.com/science/article/pii/S2007078013716924#bib0105
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how individuals who have high achievement motivation are more likely to express their behavior 

and personality traits with others. Atkinson and Feather (1966) described how the theory of 

achievement motivation highlights the significance of extrinsic sources of motivation to engage 

in activity; however, it also highlights the resolution of conflict between two opposing tendencies 

that is fundamental in any achievement orientation activity. The authors describe a tendency as 

“the product of motive, expectancy, and incentive” (pg. 328). They posit that the two elements of 

a tendency are to achieve success (Ts) and a tendency to avoid failure (T-f). Hooja and Shaktawat 

(2017) also described achievement motivation as using the energy to overcome specific 

challenges and to be persistent in conquering goals.  

Smith et al (2019) noted that the AMM reflects measures of both cognitive and 

behavioral achievement motivation. From the cognitive factor, achievement thoughts are shown 

by deeply wanting to achieve something, planned action towards excellence, expecting success 

and having good feelings after achieving it, worry about failure before and after it is achieved, 

world and personal obstacles interfering with success, and seeking help to succeed. In addition, 

achievement behaviors of high achievement individuals is evidenced by their taking more 

calculated risks, understanding what they are doing, seeking constructive feedback, testing one’s 

personal responsibility to accomplish goals, and approaching new situations with intentionality.  

Berger and Milem (1999) proposed that if college students are decided on a career, they 

would be more likely to persist and succeed academically. Professionals can use the AMM to 

predict performance among college students and help them achieve their academic goals and 

increase overall performance (Smith et al., 2019). Additionally, Trumball and Rothstein-Fisch 

(2011) described how achievement motivation is influenced by culture and that the motives for 

students to achieve might be uniquely different depending upon their cultural background. The 
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authors found that cultural factors do not determine achievement motivation but that bilingual 

teachers who use culturally responsive motivation strategies may promote higher achievement. 

Ibañez et al., (2004) also noted that achievement motivation was positively related to parental 

involvement, academic competence, and school belonging. In their exploratory study with a 

sample of 129 immigrant and U.S- born Latino adolescents, they found that cultural factors can 

play a role in succeeding academically. In relation to this study, a cultural factor that will be 

discussed is familismo. 

Familismo 

 Families are a universal feature in human social functioning, whereupon family members 

take care of each other, contribute to resources, have children, and participate in joint activities 

(Anastasiu, 2012). Familism was characterized as a broad concept indicating “strong in-group 

feelings, emphasis on family goals, common property, mutual support, and the desire to pursue 

the perpetuation of the family” (Bardis, 1959a, p. 340). One of the earliest developments of this 

cultural construct began in the late 1950s in which a 16-item Likert Scale was created to measure 

familism from a range of 0-64 (Bardis, 1959a). Later, the author measured familism among 

citizens across the United States (Bardis, 1959b). With regard specifically to Hispanics, there 

have been 40 years of research conducted on the cultural construct of familismo, which is one of 

the main cultural values represented in Latino populations (Knight et al., 2010).  

Researchers first introduced the cultural construct of familism for adult populations. 

Recently, the research has focused more on adolescent populations in predicting psychosocial 

and educational outcomes in Latino youth (Stein et al., 2014). Familismo refers to individuals 

who have a strong identity and attachment to nuclear and extended family members (Sabogal et 

al, 1987). Familismo was constructed to describe observed differences in American families of 
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Latino and European cultural backgrounds (Keefe et al., 1979; Sabogal et al., 1987). Familism 

also consists of social norms, structure, personal attitudes, and behaviors (Keefe et al., 1979; 

Sabogal et al., 1987). Researchers measure familismo through self-report instruments that reflect 

the extent to which an individual supports or is supported by specific family factors.  

Familismo is a multidimensional construct that refers to a “social pattern whereby 

individual interests, decisions, and actions are conditioned by a network of relatives thought in 

many ways to take priority over the individual.” (Desmond & Turley, 2009, p.314). Researchers 

have divided familismo into two distinct components, attitudinal and behavioral familismo. The 

attitudinal factors include family obligations, family reciprocity, initial emotional support, 

valuing interconnectedness among family members, making important decisions while 

incorporating family members into the decisions, maintaining family honor, and readily putting 

family choices before the individual choices (Steidel & Contreras, 2003; Sabogal et al., 1987). 

Steidel and Contreras (2003) described putting family choices before the individual as sacrificing 

one’s needs and desires when they hinder the family dynamic. The authors then describe family 

interconnectedness as keeping a strong emotional and physical bond with family even though 

one may be independent. Family reciprocity is providing support to family in times of need, and 

family honor refers to when individuals protect and actively defend the family name. The 

behavioral factors include behaviors that reflect these attitudes within the family dynamic 

(Calzada et al., 2013; Villarreal et al., 2005). These behaviors can be expressed via immigration 

support, financial support, daily communal activities, joint living, and shared childrearing 

(Calzada et al., 2013; Sabogal et al., 1987). The authors mention that research studies have 

focused more on the attitudinal components of familismo and less attention on familismo’s 

behavioral components. Besides, Calzada et al. (2013) noted that few research studies have 
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extensively examined the behavioral domain of familismo. It seems that career indecision can 

relate to the behavioral aspect of familismo; for example, the pressures of assisting parents in 

work may interfere with alternate positive opportunities, such as in the case of a college student 

who is trying to pursue an education but must leave to help out the family who is struggling 

financially (Hernandez & Bamaca-Colbert, 2016).  

Summary 

 Where we currently stand on these variables and the theoretical model, it is important to 

understand the significance of an individual’s career development process with first-year college 

students. Recognizing the influence of career maturity, academic self-concept, achievement 

motivation, and familismo may prepare those who work with first-year college students to 

provide the necessary career strategies in helping them succeed in higher education.  
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CHAPTER III: METHODOLOGY 

Purpose of the Study 

 The purpose of this study is to examine the relationship between career maturity, 

academic self-concept, familismo, achievement motivation, and career indecision among first-

year college students. The results of this study will add to the literature regarding the career 

development process among this population. 

Identification of Methodology and Rationale 

 Within multiple regression analysis, there are three basic approaches for introducing 

predictor variables; simultaneous, stepwise, and hierarchical (Heppner et al., 2008). A 

hierarchical regression analysis will be computed to determine how career maturity, academic 

self-concept, familismo, and achievement motivation predict career indecision. In a hierarchical 

regression, the researcher specifies the order of entry for each of the predictor variables based on 

some predetermined theoretical or statistical rationale (Heppner et al., 2008; Hoyt et al., 2006). 

The hierarchical regression analysis is the most appropriate design to use when there is literature 

that supports a robust relationship between the criterion variables and the predictor variable 

selected for inclusion in a study. In my study, the literature supports relationships between and 

among the variables described in Chapter 2. Because of these relationships, I chose to use a 

hierarchical regression because it will allow me to judge the statistical significance of each 

predictor variable and will determine if the newly added variables in fact show improvement in 

R2 (Keith, 2019).    

If entered in the correct causal order, I can determine the explained variances in the 

criterion variable in my study. To run a hierarchical regression, I will use IBM SPSS Statistics to 

build a regression model where I add new variables in sequential steps based on my review and 
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understanding of the literature. In so doing, I will add variables, run ANOVAs to determine R2 

and coefficients, and lastly calculate the increased R2 percentages. 

Research Questions 

Three related research questions will be examined in this predictive study, to identify the 

degree to which career maturity, academic self-concept, achievement motivation, and familismo 

support first-year college students’ career indecision. 

a) What are the levels of career maturity, academic self-concept, achievement motivation, 

and familismo among first-year college students? 

b) What are the relationships among career maturity, academic self-concept, achievement 

motivation, and familismo for first-year college students? 

c) What is the influence of achievement motivation and familismo in first-year college 

students’ career indeciveness after controlling for career maturity and academic self-

concept? 

Sampling Procedure 

 The sample will consist of college students enrolled in first-year courses at a Hispanic-

serving institution. Participants will provide information on age, gender, ethnicity, student status, 

working situation, financial aid status, and Covid-19 pandemic concerns. 

I aimed to recruit a minimum of 85 first-year college students for this study. First, I 

reached out to the university’s First-Year Learning Communities Program’s (FYCLP) seminar 

coordinator by inquiring about the process of gaining approval to collect a sample of first-year 

college students. I was notified that to gain access I would be required to submit a proposal 

detailing my rationale for choosing to use first-year college students in this study, describing the 

protocol for data collection, and outlining the benefit to the FYCLP. After preparing these 
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documents, I submitted copies of the recruitment email for instructors, information sheet, and 

proposal to the FYCLP seminar coordinator so that they could share it with the University 

College review board for a vote to proceed with my study. The University college review board 

consisted of FYCLP faculty which were given a week to respond and then I would be notified 

about their decision. Once I presented my study and received permission to engage in this 

research from the University college review board and the university IRB, the FYLCP seminar 

coordinator assisted in the recruitment of FYLCP instructors by posting the recruitment flyer that 

I developed for this study on their faculty seminar listserv. The FYCLP seminar coordinator 

recommended I also write a Blackboard script for faculty to increase the likelihood of them 

sharing the survey opportunity with their students. The FYCLP seminar coordinator posted the 

Blackboard script which contained the Qualtrics link to the faculty seminar listserv and 

encouraged any faculty members to contact me if they had any further questions. I used a non-

probability sampling procedure to gather sample participants. Balkin and Kleist (2017) noted that 

nonprobability sampling is the process of recruiting and selecting participants that are accessible 

to the researcher. In this case, I used the convenience sampling method, in which first-year 

seminar instructors from different large first-year classrooms at the FYLCP reached out for 

students’ participation. I collected a sample of participants online through Qualtrics. Qualtrics is 

an online survey tool platform that accessed using my institutional resources. I shared the 

Qualtrics link with the instructors that included the same information sheet, demographic 

questionnaire, and surveys posted on their respective Blackboard platforms for students to 

access. 

I obtained consent on the first question by including the information sheet for participants 

to read. The participants had the option to select yes at the end. By selecting yes, they indicated 
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that they had read the information sheet, understood it, and certified that they were 18 years of 

age or older. They could not continue unless they selected the yes option. There was no time 

limit to complete this online and I deleted IP addresses for anonymity. I also aggregated the 

information collected through Qualtrics onto an SPSS file. The information was stored in a 

double password-protected data storage environment (WD Unlocker), using an external hard-

drive device in a locked filing cabinet at the researcher’s home in a locked bedroom closet. 

Students who consented to participate responded to (a) a demographic questionnaire, (b) the 

Career Maturity Inventory, (c) the Academic Self-Concept Scale-Short Form, (d) the Pan-

Hispanic Familism Scale, (e) the Achievement Motivation Measure, and (f) the Career Decision 

Scale.  

Participant Characteristics 

 Study participants identified themselves as undergraduate college students attending a 

Hispanic-serving institution. To assist in computing descriptive statistics, I asked participants to 

identify their age; their gender as either male or female; and their ethnicity as African American, 

White non-Hispanic, Native American or Pacific Islander, Hispanic or Latino, Asian American, 

Biracial, or Other. I also asked students to identify their student status based on first generation 

(first person in your family to attend college), second generation (parents attended college), and 

third generation (grandparents attended college). I also asked students to identify their work 

situation based on not being employed, on-campus employment, off-campus employment (30+ 

hours/week), or off-campus employment (less than 30+ hours/week). Information on students’ 

financial aid status was based on whether they received a Pell grant, student loan, or scholarship 

to finance their education. Lastly, I asked students about Covid-19 pandemic concerns with 

either a yes or no. 
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Context of the Study 

 The primary setting for the study was a Hispanic-serving institution in South Texas 

located near the Gulf of Mexico. As noted on the university’s website, this first-choice 

prestigious institution “enrolls approximately 12,000 students” each academic year. (TAMU-CC, 

2019, para. 5). Specifically, sample students were recruited from the university’s First-Year 

Learning Community Program (FYLCP). In 1994, TAMU-CC initiated the FYCLP to support all 

incoming first-year students for their first two semesters of college (TAMU-CC, 2019). The 

FYLCP is a nationally recognized program that helps high school students make a rewarding 

transition from high school to higher education in their academic and career pursuits. What 

makes this program unique is that first-year students are enrolled in specific classes partnered in 

dyads, triads, or tetrads to form a learning community. A learning community may have 50 to 

100 students. These groups of students take the same classes with the same students and teachers 

so that they are able to develop connections and learn together (TAMU-CC, 2020). The First-

Year Seminar classes (UCCP 1101/1102) generally consists of two planned activities, small and 

large group discussions, writing-to-learn activities, and literacy activities. They benefit first-year 

students by providing them opportunities to develop their academic skills, engage in college life, 

increase levels of satisfaction with college, earn higher grades, and to complete courses to 

graduate in the future. Essentially, through the program first-year students establish the crucial 

transition skills to achieve success after their first year of college. Ultimately, collecting a sample 

of first-year college students from an HSI will allow the researcher to determine if there is a 

significant relationship between the “experimental” predictor variables of achievement 

motivation in model 2 and familismo, a cultural factor in model 3, with career indecision in the 

hierarchical regression study. Researchers have studied career indecision, career maturity, 
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academic-self-concept, and achievement motivation with first-year college students or freshmen. 

A significant segment of the sample participants were Hispanic, which is appropriate when 

studying familismo. 

As mentioned earlier, Sabogal et al. (1987) noted that familismo was constructed for 

Latino and European (i.e., Spanish) populations. Another cultural component connected to 

familismo that needs consideration is the idea of collectivism which is relatable to a diverse 

group of people. Familismo is a cultural variable that focuses specifically on the Hispanic 

population in this study; however, this does not mean that this cannot relate to other diverse 

populations. For example, Schwartz (2007) used a diverse sample of 318 Hispanic, non-Hispanic 

White, and non-Hispanic Black young adults relating to familism, interdependence, and 

collectivism. The author noted how the construct of familism may be applicable to other diverse 

ethnic groups. Although collectivism is similar to familism, it is defined as a cultural construct 

that reflects on the practice of group priority over the individual and describes the population in 

terms of their social relationships (Schwartz, 2009). Campos et al. (2014) also noted that 

familism can overlap culturally rooted family values and that closeness and support in family 

relationships are common across populations. Familism and collectivism are both cultural 

constructs that share similar meanings with regard to family values, while collectivism expands 

on the differences among family, peers, and society. Although data will not be collected on 

collectivistic ideals, it is safe to say that familismo is a construct that a diverse group of people 

may ascribe too in some ways. Because of the geographic area in which sample will be collected, 

there is a good likelihood that there will be a meaningful segment of non-Hispanic participants 

who may espouse a collectivistic mentality. 
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Measurement of Constructs 

 All students will received a bundle that included a demographic questionnaire (see 

Appendix 5), the Career Maturity Inventory (Savickas & Porfeli, 2011; see Appendix 6), the 

Academic Self-Concept Scale-Short Form (Reynolds et al., 2012; see Appendix 7), the Pan-

Hispanic Familism Scale (Villarreal et al., 2005; see Appendix 8), the Achievement Motivation 

Measure (Smith et al., 2019; see Appendix 9), and the Career Decision Scale (Osipow, 1987; see 

Appendix 10). 

Demographic Questionnaire. The demographic information collected will be first-year 

students’ age, gender, institution location, ethnicity, student status, working situation, and 

financial aid status, and Covid-19 pandemic concerns. No personally identifying information will 

be collected and all data will be reported in aggregate form. 

Career Maturity Inventory-Counseling Form C. The Career Maturity Inventory-

Counseling Form C (CMI-Form C; Savickas & Porfeli, 2011) is used to measure students’ 

readiness to make a career choice. The CMI-Counseling Form C, revised three times in the last 

50 years, is a 24-item assessment divided into four subscales: Confidence, Concern, Curiosity, 

and Consultation, and uses the full-scale score to represent the career maturity construct in this 

study. The CMI-Counseling Form C gives each participant five scores: a total score of career 

choice readiness; three scale scores representing the dimensions of confidence, concern, and 

curiosity; and a single score describing the relational style of developing occupational 

preferences. A dichotomous format (agree/disagree) is used to measure the career maturity 

construct, with higher scores indicating greater career maturity (Savickas & Porfeli, 2011). The 

possible ranges of the Concern, Curiosity, and Confidence Scales are represented from zero to 

six points, where participants who select more disagree items (one point) will reflect a higher 
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positive dimension in that area. Savickas and Porfeli detail how the consultation score is 

interpreted by looking at the client’s cultural identity, cultural context, and dynamics in the 

counseling relationship by utilizing the Cultural Formulation Model. Sample items contained in 

the 24-item assessment include “There is no point on deciding on a job when the future is so 

uncertain” and “I keep changing my occupational choice.” Savickas and Porfeli (2011) reported 

the coefficient alphas for the total score at .86 indicate good reliability using a sample of 453 

students attending grades 9-12 in a Midwestern urban high school.  

Academic Self-Concept Scale-Short Form. The Academic Self-Concept Scale-Short 

Form (ASCS-SF; Reynolds, Wiseman, & Gilman, 2012) was created “as a measure of an 

academic facet of general self-concept” (Reynolds, 1988, p. 228). Initially the ASCS was 

constructed to have a homogenous 59-item assessment; however, it was reduced to a 40-item 

assessment when Cureton’s (1966) item-total correlation technique was utilized to remove 

superfluous items and streamline the measure (Reynolds et al., 1980, 1988). Recently, Reynolds 

et al. (2012) shortened the 40-item assessment to 18 items, which established similar levels of 

reliability and validity as the full-scale assessment. Scores are then summed, with higher scores 

indicating a stronger academic self-concept. The ASCS-SF is scored on a 4-point Likert scale 

with values ranging from 1 “strongly disagree” to 4 “strongly agree” in which higher scores 

indicate positive academic self-concept (Reynolds, 1988, 2012). Reverse scoring is needed for 

the following items: 1, 2, 3, 5, 6, 8, 10, 13, 14, 15, and 17 (Reynolds et al., 2012). The possible 

range of scores is 18 to 72. Items contained within the 18-item scale include statements such as 

“Others view me as intelligent” and “Most exams are easy for me.” Reynolds (1988) noted that 

the ASCS is an appropriate tool when working with students in college and university settings. 

Reynolds et al. (2012) noted a Cronbach’s alpha of .90 using a sample size of 466 college 
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students enrolled in psychology courses who took the assessment as extra credit or for a course 

requirement; demonstrating strong internal consistency for the measure. The author also noted 

that a sub-sample of 42 college students took the same assessment again approximately a week 

later, producing a test-retest reliability coefficient of .85. Convergent validity was demonstrated 

by examining relationships with GPA (r = .49), general self-concept (r = .47), and 

procrastination (r = -.46). Further, the ASCS-SF was found to have discriminant validity with 

social desirability (r = .21; Reynolds et al., 2012).    

Pan-Hispanic Familism Scale. The Pan-Hispanic Familism Scale (P-HFS; Villarreal et 

al., 2005) is a five-item scale measuring the construct of familismo that has been translated into 

English and Spanish versions. The P-HFS utilizes a 5-point Likert scale with values ranging 

from 1 “strongly disagree” to 5 “strongly agree” in which higher scores indicate ideological 

beliefs about family (Villarreal et al., 2005). The possible range of scores is 5 to 25. The five 

items in the P-HFS were chosen from two scales by Gaines et al. (1997) and Gil et al. (2000) 

with the items being modified in the first person to improve clarity. Items contained in the five-

item assessment include statements such as “I know my family has my best interests in mind” 

and “My family members and I share similar values and beliefs.” Internal consistency was 

measured to have a Cronbach’s alpha of .82 using a sample of 762 Hispanic participants 

recruited from a phone list across nine U.S. Census regions (Villarreal et al., 2005). The authors 

also noted that the P-HFS has factorial invariance across language and country of origin (United 

States, Mexico, and Latin America).  

Achievement Motivation Measure. The Achievement Motivation Measure (AMM; 

Smith et al., 2019) is used to measure achievement motivation and includes 14 items as 

compared to the original achievement motivation measure that had 57 items. Smith et al. (2019) 
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described how the AMM was developed based on Atkinson (1957, 1964) and McClelland’s 

(1961, 1965) research on achievement motivation. This instrument has two main factors 

identified as Achievement Thoughts (nine items) and Achievement Behaviors (five items). A 

sample item from the Achievement Thoughts is “I can keep my mind on a task for a long time” 

and one from the Achievement Behaviors “I would rather work with an expert in the field than 

with a friend or someone I know.” The AMM includes a 5-point Likert-type response set with 

responses ranging from A “never” to E “always” that is to be used when responding to each item. 

The range of scores are from zero to fifty-six, with higher scores on the AMM indicating higher 

levels of achievement motivation and lower scores lower levels of achievement motivation. 

Smith et al. (2019) noted that this measure is used in a variety of settings and at different phases 

of the assessment process. Smith et al. (2019) also determined that the AMM subscales had a 

statistically significant relationship with Rotter’s Internal-External Locus of Control Scale. The 

authors note that when you take responsibility and have confidence in your internal locus of 

control, you have higher levels of achievement motivation. In the initial review, internal 

consistency was found to be at a Cronbach’s alpha of .84 with a sample of 303 participants using 

the 21-item AMM form. In the second study, internal consistency was found to be at a 

Cronbach’s alpha of .82 with a sample of 334 participants in a university setting using the 14-

item AMM form (Smith et al., 2019).  

Career Decision Scale. The Career Decision Scale (CDS; Osipow, 1987) measures 

career-decision making with a 19-item instrument that measures career indecision. The first two 

items comprise the Certainty Scale and items three to eighteen comprise the Indecision Scale. 

The last item is an open-ended question that provides more information about career decidedness 

if the previous items were not relevant to the respondent. The instrument is rated from 1 “not at 
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all like me” to 4 “exactly like me” on a 4-point Likert-type scale. Items contained in the 19-item 

assessment include statements such as “I can’t make a career choice right now because I don’t 

know what my abilities are” and “I know I will have to go to work eventually, but none of the 

careers I know about appeal to me.” (Osipow et al., 1976). Higher scores on the Indecision Scale 

reflect higher levels of career indecision regarding career choice. Osipow (1987) stated that the 

measure was normed for high school students and all levels of undergraduate students based on 

responses from an initial sample of 1,875 students. The author notes that this initial sample of 

participants included 1,458 high school students and 417 undergraduate students. The CDS also 

has test-retest reliabilities of ranges from .82 to .90, also stating that the scores on the CDS had 

been related to other psychological constructs such as fear of success and locus of control 

(Osipow, 1987). 

Data Analysis 

Statistical power analysis. An a priori power analysis identified the minimum sample 

size needed for this study. Using the G*Power 3.1 statistical power analysis program (Faul et al., 

2007), while assuming a medium effect size of f2 = .15, alpha level of .05, and power of .80, it 

was determined that a minimum sample size of 85 participants would be needed for this study 

using four predictors.  

Preliminary analyses. The preliminary analyses in this study first included descriptive 

statistics for first-year college students computed using the IBM SPSS Statistics software. Then, 

I included a multiple imputation for any missing data. Lastly, I tested for model assumptions, 

which included linearity between predictor variables and the criterion variable, homoscedasticity, 

multicollinearity, outliers, and normality of residuals. 
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First, I determined the descriptive statistics of first-year students’ using SPSS. (See Table 

1). First students were asked to identify to identify their age; gender as either male or female; and 

their ethnicity as African American, White non-Hispanic, Native American or Pacific Islander, 

Hispanic or Latino, Asian American, Biracial, or Other. Then, students were asked to identify 

their student status based on either first generation (first person in your family to attend college), 

second generation (parents attended college), or third generation (grandparents attended college). 

Also, students identified their work situation based on not being employed, on-campus 

employment, off-campus employment (30+ hrs./week), or off-campus employment (less than 

30+ hrs./week). Additionally, information on students’ financial aid status was based on whether 

they received a Pell grant, student loan, or scholarship to finance their education. Lastly, students 

answered yes or no to a question related to concerns about COVID-19. 

 Next, I used the mean function (i.e., series mean) to ascribe missing data points. Peugh 

and Enders (2004) described mean imputation as the arithmetic mean by which each variable is 

calculated from the accessible scores, after which missing values were then replaced by the 

available cases. Eekhout et al. (2012) has stated that mean imputation can be used for missing 

items on multi-item questionnaires and that you can impute the missing item scores of the item 

mean for each item. Also, Eekhout et al. (2012) noted that mean imputation may cause biased 

analysis results when missing data is not missing completely at random (MCAR). I will use 

SPSS to conduct a series mean functions to replace all missing values found in my dataset. 

According to Field (2018), researchers can spot issues of linearity or homoscedasticity 

with a single graph to determine if there is a relationship between the predicted values and the 

errors in the model. I will analyze the z-scores of the scatterplot by looking at zpred versus zresid 

output to test for linearity and homoscedasticity. If linearity and homoscedasticity holds true, 
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then there should be no systematic relationship (Field, 2018). The author notes that a funneled 

shape in the graph implies possible heteroscedasticity and indicates growing variance in the 

residuals, while a curved shape may suggest a violation of the assumption of linearity. Osborne 

and Waters (2002) noted that a linear relationship between the criterion and predictor variables is 

important in accurately estimating the relationship between these variables. When the 

assumption of linearity is violated, there is an increased risk of Type I errors for other predictor 

variables that share variance with the predictor variable (Osborne & Waters, 2002). In addition, 

Field (2018) stated that Pearson-Product Moment Correlation r coefficient can be used to 

determine bivariate correlations that return a value of between -1 and +1. A zero indicates that 

there is no correlation between two variables. However, this does not mean that change in one 

variable causes the other variable to change but that the changes do correspond together (Field, 

2018). Homoscedasticity in a regression analysis indicates that variables will have the same 

scatter and that the variance around the regression line is similar for all values on the predictor 

variable (Field, 2018). If homoscedasticity is violated, results of a regression analysis can be 

seriously less precise, which increases the likelihood of a Type I error (Dimitrov, 2009). Field 

(2018) suggests using data transformation when either of these assumptions is violated. When 

heteroscedasticity be present, data transformation (e.g., log, inverse, or square root) will be 

conducted to reduce bias. For example, logarithmic transformation can be used for an 

exceedingly skewed variable in the data. 

In a hierarchical regression analysis, the assumption is made that there is a weak 

correlation between the predictor variables. When there is a strong correlation between two or 

more predictor variables, the assumption of absence multicollinearity is violated. According to 

Field (2018), when predictor variables are highly correlated, three issues arise: untrustworthiness 
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of b values, limits to the size of R, and assessing the importance of the predictor variable making 

it challenging. Field (2018) suggests assessing the multicollinearity assumption to detect whether 

there is a strong correlation among the predictor variables, with R values above .8 or .9 in the 

correlation matrix. However, the author notes that there is no such thing as a perfect absence of 

multicollinearity. Potential solutions to high multicollinearity involves either removing one of 

the highly correlated predictor variables or using a partial least squares regression (Dimitrov, 

2009; Field, 2018).  

When a sample has outliers (extreme observations) relative to other data points in the 

dataset, the estimates of the regression coefficients and other regression parameters (e.g., R2) 

may be highly inaccurate (Dimitrov, 2009). Using standardized residuals, I examined the 

assumption of absence of multivariate outliers. Standardized residuals are the residuals converted 

to z-scores standard deviation units (Field, 2018). I determined outliers by how many z-scores 

fall within a certain limit. Field (2018) mentioned that a standardized residual value greater than 

3.29 indicates a possible extreme score. I first checked these data points to determine if these are 

data entry errors with these outliers. If the outlier appeared to be a data entry error, I replaced the 

outlier value with the original value. If not, I then checked these values to ensure they were 

within the range of the possible scores of the corresponding instrument. If the outlier value was 

either less than or more than the possible score from the test, I substituted outliers with the 

possible highest or the lowest value of the test, depending upon whether the value was less than 

or greater than the possible scores. If neither of these courses of actions eliminated the violation, 

I used SPSS to find a studentized deleted residual to detect outliers on Y or a leverage value to 

detect outliers on X for some predictors (Dimitrov, 2009). The author stated that if the 

studentized delete residual for an observation is greater than 3.0, then that indicates a red flag; or 
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if the leverage value exceeds 3(k + 1)/n, where k is number of predictors and n is the sample size 

that is considered large. Options to remove the outliers out of the dataset; however, it is 

important to make sure that the sample size is adequate. Lastly, Osborne and Waters (2002) also 

describe transforming the outliers (e.g., square root, inverse, and log) to improve normality but 

must be done in a sound manner. If necessary, I would transform outliers found in the dataset.  

Lastly, I tested the assumption of normally distributed errors to analyze regression- 

standardized residuals. Regression standardized residuals graphs portray the distribution of errors 

and provides a visual representation that can be used to determine whether the distribution is 

normal or skewed. Field (2018) described that this assumption presumes that errors in the model 

should appear at random and have a mean of zero with normal distribution. 

 Primary analyses. I used a hierarchical multiple regression analysis to examine the 

research questions related to career maturity, academic self-concept, familismo, and achievement 

motivation in predicting students’ career indecision. I tested the hypothesis at the alpha level of 

.05. Dimitrov (2009) noted that a hierarchical regression model is a method where you enter 

meaningful units into the regression equation one at a time to examine the unique contribution 

(R2 change) they make to the prediction of the criterion variable. The strongest predictors of the 

criterion variable can be entered in the first block, while other predictors can be entered in 

subsequent blocks. A study by Alam (2016) found that there was a statistically significant 

relationship between home environment, academic self-concept, and career maturity among 

adolescent students. Thus, when students are given academic support and opportunities to 

succeed they will develop their abilities and competencies, which will allow them to strive to 

work diligently to achieve their career goals (Alam, 2016). Istiana (2017) also found a strong 
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positive relationship with career maturity and academic self-concept. Also, Coertse and Schepers 

(2004) noted that individual personality has a vital role in career maturity.  

One of the personality factors associated with career maturity is self-concept. Hence, it 

seemed appropriate that the first block consisted of academic self-concept and career maturity. 

Ferguson (2007) noted that there was a statistically significant relationship between the 

Indecision score from the CDS and the Achiever and Goal scores from the Achievement 

Motivation Profile, but not from the Motivation portion of the Achievement Motivation Profile 

with students in higher education. Based on these scores, a relationship exists between career 

decision and the motivation to persist in higher education. Thus, the second block consisted of 

achievement motivation. Finally, familismo was entered into the third block to assess the amount 

of variance explained by this variable above and beyond what the other three predictor variables 

explained. Balkin and Kleist (2017) stated that reporting guidelines for interpreting R2 values are 

small at .02, medium at .13, and large at .26. In this regression model, I looked at changes in R2 

as new variables were added to the model in subsequent blocks. I interpreted the change of 

variance for each individual variable as being statistically significant at the .05 level (See Table 

2). 

Representation of Data 

This predictive study used visual representation to report data. When reporting statistical, 

tables and figures, the Publication Manual of the American Psychological Association (7th ed., 

2019) will be used to properly communicate and demonstrate data within the results section 

(Bavdekar, 2015). Tufte (2001) noted that using graphics to display quantitative data is one of 

the best methods to examine numerical data. As such, figures are used to depict the data analysis 

portion of the hierarchical regression model. Furthermore, tables are used to report and make 
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data more presentable, consistent, and informational (APA, 2010; Bavdekar, 2015). Tables are 

used to report the scores among scales and the summary of the regression model. Table One 

identifies the demographic information for first-year college students that includes mean (M), 

standard deviation (SD), age range (Ra), sample (n), and percentage of total sample. Table Two 

identifies the descriptive statistics of the instruments that includes mean (M), standard deviation 

(SD), range (Ra), and sample (n). Table Three identifies the Pearson’s correlation of the criterion 

(r) and predictor variables. Table Four provides a summary of career maturity, academic self-

concept, familismo, and achievement motivation predicting career indecision that includes 

sample (n), standardized partial regression coefficient (B), standard error beta (SE B), beta 

coefficient (β), t values, F ratios, squared semipartial correlations (sr2), and squared multiple 

correlations (R2). Figure One visually demonstrates Social Cognitive Career Theory. Figure Two 

visually presents the flow chart of participants, and Figure Three is a flow chart of the 

hierarchical regression analysis.  

 

 

 

 

 

 

 

 

 

 



                                                     

52 

 

CHAPTER IV: FINDINGS 

Introduction 

 In this chapter, I report on the statistical analyses I performed in this quantitative research 

study. Additionally, I will provide information on the demographic characteristics of the sample 

members who participated in my study. The purpose of this research study was to identify the 

degree to which the constructs of career maturity, academic self-concept, achievement 

motivation, and familismo support first-year college students’ career indecision. To achieve this 

purpose, I provide both a narrative and illustrative depiction of the results obtained from the 

following research questions: 

a) What are the levels of career maturity, academic self-concept, achievement motivation, 

and familismo among first-year college students? 

b) What are the relationships among career maturity, academic self-concept, achievement 

motivation, and familismo among first-year college students? 

c) What is the influence of achievement motivation and familismo in first-year college 

students’ career indeciveness after controlling for career maturity and academic self-

concept? 

Demographic Characteristics 

 Ninety-one first-year college students enrolled in an FYCLP participated in the study. 

The sample was comprised of 66% females (n = 60) and 34% males (n = 31). Participant ages 

ranged from 18 to 26 with a mean age of 19.49 (SD = 3.2). Furthermore, participants self-

reported their ethnicities as follows: 42% Hispanic, Latino(a), or Spanish origin (n = 38), 40% 

White or Non-Hispanic (n = 36), 6% Asian American (n = 6), 6% African American (n = 6), 3% 

Biracial (n = 3), 1% Native American or Pacific Islander (n = 1), and 1% Other (n = 1). In 
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addition, student status of the sample included 29% first generation (n = 26), 44% second 

generation (n = 40), and 27% third generation (n = 25). The employment status of sample 

participants was as follows: 67% not currently employed (n = 61), 8% on-campus employment 

(n = 7), 11% off-campus employment plus 30 hours or more a week (n = 10), and 14% off-

campus employment minus 30 hours or more a week (n = 13). Moreover, financial aid status of 

the sample included 19% Pell grant (n = 17), 27% student loan (n = 25), 19% scholarship (n = 

17), and 35% no financial aid (n = 32). Lastly, participants were asked if the pandemic has 

caused them to rethink or make them more indecisive about their future career. The sample 

percentages to that question included 63% No (n = 57) and 37% Yes (n = 34). See Table 1 for a 

listing of these descriptive statistics. 

Participant Flow 

The target population for this study was first-year college students enrolled in the 

TAMU-CC First-Year Learning Communities Program. During the spring 2020 academic term, 

there were 1,800 first-year students enrolled in this program. However, the number of students 

who were exposed to participate in the study cannot be determined due to my lack of knowledge 

regarding how many students received the recruitment emails from first-year seminar instructors. 

Furthermore, even if first-year college students were informed about the study, it is possible they 

might not have even opened the email invitation and saw the opportunity to participate. 

Consequently, the total of 102 first-year college students who started the study through Qualtrics 

represents 5.7% of the target population. Of those 102 participants, four withdrew from the study 

for unknown reasons and seven were discarded from the study due to significant missing data 

(more than 25%) in their responses leaving a remaining sample of 91 first-year college students. 

Figure 2 illustrates the flow of participants throughout the study. 
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Figure 2 

Participant Flow Chart 
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Table 1 

 

Descriptive Statistics for First-Year College Students 

 

Demographics M SD Ra n % Total Sample 

      

Age 19.49 3.20 18-36   

Gender      

Male    31 34.1 

Female    60 65.9 

Ethnicity      

Hispanic, 

Latino(a), or 

Spanish origin 

 

   38 41.8 

White, Non-

Hispanic 
   36 39.5 

Asian American    6 6.6 

African 

American 
   6 6.6 

Biracial    3 3.3 

Native American 

or Pacific 

Islander 

   1 1.1 

Other    1 1.1 

Student Status      

First Generation    26 28.5 

Second 

Generation 
   40 44.0 

Third Generation    25 27.5 

Working Situation      

Not currently 

employed 
   61 67.0 

On-campus    7 7.7 

Off-campus +30 

hours 
   10 11.0 
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Off-campus -30 

hours 
   13 14.3 

Financial Aid Status      

Pell Grant    17 18.7 

Student Loan    25 27.5 

Scholarship    17 18.7 

No financial aid    32 35.1 

COVID-19 Pandemic Concerns     

No    57 63.0 

Yes    34 37.0 

 

 

Preliminary Analyses 

Data Cleaning 

  According to the G*Power 3.1 Statistical Power Analysis Program (Faul, Erdfelder, 

Lang, & Buchner, 2007), I gathered enough participants as my sample, minus the cases discarded 

due to participants’ early withdrawal from the study, incomplete surveys, and outlying responses, 

still exceeded the recommended minimum sample size of 85 participants. Using Qualtrics, I 

downloaded the data into a legacy aggregated SPSS file. First, I reviewed and cleaned the 

aggregated SPSS file. The data cleaning began by deleting information that was not essential to 

the quantitative analyses I would perform, such as participants’ start and end dates, status, IP 

addresses, progress, duration in seconds, recorded date, response ID, location (longitude and 

latitude), distribution channel, and user language. Once all unnecessary data was removed, I 

began the process of reverse scoring appropriate items on the Academic Self-Concept Short 

Form prior to performing the quantitative analyses.  
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Missing Values Check 

I then screened the dataset for any significant missing values (>25% of values missing 

per case) and thus removed seven cases leaving a sample size of 91. With 91 participants each 

responding to non-demographic survey 165 items, my dataset contained 15,015 cells. Across 

these cells, there was a total of 18 cells with missing data, representing .002% of the dataset. 

Furthermore, the missing data appeared to be missing completely at random (MCAR). According 

to Peugh and Enders (2004), MCAR relates to any observed missing data point that has no 

relationship to any values in the dataset. In addition, a series mean replacement function was 

used because it would not reduce my sample size and the sample mean of the variables is not 

biased with MCAR (Schork, 2019). Since my missing values totaled less than 5% of the possible 

data points, and they were found to be MCAR, I conducted a series mean function in SPSS to 

impute these missing univariate data points. In order to compute scale scores, I added original 

values and imputed values for all items as appropriate for each scale.  

Model Assumptions 

There are four model assumptions for multiple regression that will be discussed in this 

study. Field (2018) noted that it is important to check for model assumptions because we have to 

ensure what we are testing in fact works and use test statistics associated with the model at face 

value. In addition, the author mentions how attention to model assumptions allows the researcher 

to interpret the results of the data accurately. 

Multicollinearity. To address multicollinearity, Field (2018) stated that if a variance 

inflation factor (VIF) greater than 10 suggests a violation of multicollinearity. Hutcheson and 

Sofroniou (1999) offered a more stringent assessment, positing that the VIF cut-off score should 

be four when diagnosing multicollinearity. If there is a strong correlation between predictor 
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variables, then it violates the assumption of absence multicollinearity. I tested for 

multicollinearity using the stricter criterion of VIF values less than four and found that my 

predictor variables did not robustly correlate with each other. For the CMI, I found the absence 

of robust multicollinearity at VIF = 2.29. For the ASCS-SF, I found the absence of robust 

multicollinearity at VIF = 1.21. For the AMM, I found absence of robust multicollinearity at VIF 

= 1.18. Lastly, for the P-HFS, I found absence of robust multicollinearity at VIF = 1.18.  

Outliers. To address outliers, I inspected for any extreme data points in the dataset. I 

conducted a Box Plot with a Stem and Leaf Plot and found four existing outliers in my dataset. 

Based on these findings for the (CMI), two cases had extreme values. For the ASCS-SF, one 

repeated case had an extreme value along with the (P-HFS). Lastly, the (P-HFS) had two cases 

with extreme values. I took out these four outliers from the dataset, leaving a final sample of 91 

participants. 

Normality. A Kolmogorov-Smirnov Test Statistic was computed to assess the 

assumption of normality. Dimitrova et al., (2017) noted the Kolmogorov-Smirnov Test Statistic 

determines how well the distribution of a random sample compares with that of a theoretical 

distribution. Garson (2013) stated that the Kolmogorov-Smirnov Test should be non-significant 

if residuals are normally distributed. The results of this analysis were significant for scores on 

my outcome variable, CDS scores, K-S(91) = .128, p < .05. As a result, the normality assumption 

was not met. However, within multiple regression designs, the data typically is robust enough to 

not be affected by violations of normality (Osborne & Waters, 2002).  

Linearity. To address linearity, I conducted a visual inspection of the scatterplot of 

scores on the CDS and CMI and noted there seems to be a linear trend line. Next, I conducted a 

visual inspection of the scatterplot of scores on the CDS and AMM and noted there seemed to be 
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a linear trend line. I then conducted a visual inspection of the scatterplot of scores on the CDS 

and ASCS-SF and noted there seemed to be a linear trend line. Lastly, I conducted a visual 

inspection of the scatterplot of scores on the CDS and P-HFS and noted there seemed to be a 

linear trend line. Based on my visual inspection of the data and the conclusions I drew, I 

determined that the linearity assumption has been met in my study. 

Primary Analyses 

Research Question 1 

To address the first research question, I computed descriptive statistics for each of the 

measures used in my study. Descriptive statistics include the mean (M), standard deviation (SD), 

range of scores (low to high) (Ra), and sample size (n). Since missing values were addressed pre-

analysis, the descriptive statistics are based on the responses of 91 participants each.  

The Career Maturity Inventory (CMI) had scores of (M = 14.16, SD = 4.45, Ra = 5-21). 

For context, Savickas and Porfeli (2011) reported a CMI total mean score of 14.82 (SD = 5.98) 

for a sample of 453 high school students. The 12th graders in that sample had a total mean score 

of 15.05 (SD = 6.11) (Savickas & Porfeli, 2011). It seems that the average total scores of the 12th 

graders surveyed in prior research had similar scores with my sample of first year college 

students. Also, the authors did not provide any range of scores for their study. 

The Academic Self-Concept Scale-Short Form (ASCS-SF) had scores of (M = 48.36, SD 

= 7.68, Ra = 30-67). Reynolds et al. (2012) did not report any total mean scores or standard 

deviation scores in that presentation. However, Sweet (2018) reported using the ASCS-SF as a 

pre-course survey with a sample of 248 undergraduate students and a post-course survey with a 

sample of 153 undergraduate students. The author calculated a mean pre-course ASCS-SF score 

of 51.20 (SD = 7.42) and a mean post-course ASCS-SF score of 51.03 (SD = 8.79). In another 
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study by Baker (2017), the author reported using the ASCS-SF with a sample of 191 

undergraduate students while 3.7% of those were freshmen. The author calculated a total mean 

ASCS-SF score of 54.08 (SD = 7.71). It seems that average total mean and standard deviation 

scores were similar between the studies except for the standard deviation score in the post-course 

survey.  

The Achievement Motivational Measure (AMM) had scores of (M = 34.19, SD = 6.50, 

Ra = 15-48). Smith et al. (2019) described, in their second study with a sample of U.S. students 

(n = 248), having a total mean score of 40.19 (SD = 7.99), which was similar to scores in my 

study. The authors did report a sample of freshmen (n = 170, 52%), but did not report any 

descriptive statistics for this subsection of their sample. 

The Pan-Hispanic Familism Scale (P-HFS) had scores of (M = 4.09, SD = .73, Ra = 10-

25). The authors of the P-HFS did not report any mean total scores, standard deviation, or range 

of scores of participants (Villarreal et al., 2005). Vela et al. (2015), using an undergraduate 

student sample (n = 128) at a HSI, reported a mean score of 4.51 (SD = .63). In another recent 

study by Vela et al. (2017), using an undergraduate student sample (n = 126) at a HSI reported a 

mean score of 4.28 (SD = .97). These two studies did not report a subsection of first-year 

students and had similar scores compared to my study. 

The Career Decision Scale (CDS) had total scores of (M = 35.98, SD = 7.74, Ra = 24-58). 

In addition, Osipow (1987) noted that the college student freshmen sample (n = 94) had a total 

mean score of 33.86 (SD = 10.42). These scores are also very similar to my study. In addition, 

Gallo (2017) reported similar pre-test total scores (M = 40.24, SD = 7.23) with a subsample of 21 

freshmen students. However, it is important to note that within these studies, the authors did not 

include any minimum or maximum in regards to the range of scores. (See Table 2). 
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Table 2 

 

Descriptive Statistics of Scales 

 

Variable M SD 

Ra (low to 

high) N  

      

Career Maturity 14.16 4.45 5-21 91  

Academic Self-Concept 48.36 7.68 30-67 91  

Achievement Motivation 34.19 6.50 15-48 91  

Pan-Hispanic Familism   4.09   .73 10-25 91  

Career Indecision 35.98 7.74 24-58 91  

 

Research Question 2 

To address the second research question, I computed a series of Pearson-Product Moment 

Correlations to examine all pairwise intercorrelations. The Pearson correlations for all pairwise 

comparisons are included in Table 3. During these analyses, I used an alpha level of .05 to 

determine statistical significance. Fields (2018) described that having an alpha level below .05 

indicates a 5% risk of determining that a difference exists when in fact there is no difference. In 

addition, the Pearson coefficient r values of ±0.1 indicate a small effect, ±0.3 indicate medium 

effect, and ±0.5 indicate a large effect (Field, 2018). The author notes that the interpretation of 

these effect sizes should be in context with the research literature. Each of these pairwise 

correlations were statistically significant except for the relationship between achievement 

motivation and academic self-concept (r = .19, p = .06) and the relationship between career 

maturity and familismo (r = .17, p = .11). 
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Table 3 

Pearson Correlations among Scales  

Variable 1 2 3 4 5 

      

1. Career Decision Making -- *-.27 *-.35 *-.30 *-.23 

2.  Academic Self-Concept     --  *.18  *.20  *.33 

3.  Career Maturity      --    .10    .12 

4.  Achievement Motivation         --   *.24 

5.  Pan-Hispanic Familism         -- 

*significant at the .05 level 

Research Question 3 

To address the third research question, a hierarchical regression analysis was conducted 

to identify the degree to which career maturity, academic self-concept, achievement motivation, 

and familismo (predictor variables) support first-year college students’ career indecision 

(criterion variable). The results of this analysis are detailed in Table 3. Included in the first block 

of this hierarchical design were the values of career maturity and academic self-concept. In the 

second block, I added the value of achievement motivation. Finally, familismo was entered in the 

third block. This process is illustrated in Figure 3.  
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Figure 3  

Hierarchical Regression Analysis Flow Chart 

 

The hierarchical regression analysis estimating the influence of the predictor variable on 

the CMI and the ASCS-SF total scores yielded a statistically significant model, F(2,88) = 51.04, 

p < .01, R2 = .527, indicative of a large effect size in which model predictors account for 

approximately 52.7% of the change among the CMI and ASCS-SF total scores. The addition of 

the achievement motivation measure to the model in block 2 did not yield a statistically 

significant addition to the overall predictive model as only 0.2% of additional variance was 

explained. In block 3, familismo was added to the model. Its addition did not yield a statistically 

significant finding, as it only accounted for an additional 0.8% of explained variance. While the 

overall model indicates a significant set of predictors, the inclusion of the exploratory variables, 

achievement motivation and familismo, did not independently contribute a significant increase in 

the amount of variance in CDS scores above the variables includes in the initial block (CMI and 

ASCS-SF scores). The results of this three-step hierarchical regression analysis appear in Table 

4. 
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Table 4 

 

Summary of Hierarchical Regression Model  

 

Variable  B SE  B   β   t sr2  F  R2 

        

Model 1      51.04 .527 

    *CMI -1.24         .13 -.71 -9.38 .46   

    *ASCS-SF -.06  .08 -.06 -.72  <.01 

      

Model 2      33.92 .539 

     AMM -.06 .09 -.05  -.62 <.01   

        

Model 3      25.99 .547 

     P-HFS -.21 .17 -.10 -1.25 <.01   

        

Note. * = significant at the .05 level 
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CHAPTER V: DISCUSSION AND CONCLUSION 

Introduction 

 Deciding on a career while entering higher education can be a challenging transition, 

often posing several difficult questions for first-year college students. It is normal to find 

developmental career indecision within this population, but there are various types of career 

indecision. Within this quantitative study, not every construct provided statistical significance in 

relation to the career-decision-making variable. Understanding the influence of career maturity, 

academic self-concept, familismo, and achievement motivation may provide insight on how 

career counselors, faculty, and academic support staff can help first-year college students make 

appropriate career decisions going forward into their academic career. The primary purpose of 

this hierarchical regression analysis was to identify the degree to which career maturity, 

academic self-concept, achievement motivation, and familismo predict first-year college 

students’ career indecision. Overall, the literature described and reviewed in this study discussed 

the foundations of career indecision, career maturity, academic self-concept, familismo, and 

achievement motivation. 

 I here provide an overall discussion of this study’s results that connect with the review of 

the literature. I aim to elucidate what these results mean and how are they are important for first-

year college students and stakeholders. Next, I will describe potential implications of the impact 

of the overall study and address how these results can affect the career counseling field. In 

addition, I will describe any limitations found in this study. Lastly, I will mention suggestions for 

further research and highlight any key findings in the conclusion.  
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Discussion 

 For question one, I wanted to determine if the participants in my sample were responding 

to the included measures in a manner similar to past samples reported on in prior research. The 

results for question one signified that the Career Maturity Inventory (CMI) had similar total 

mean and standard deviation statistics as the sample group used in the Savickas and Porfeli’s 

(2011) study. Similar results from both studies included participants from urban areas, similar 

ages, had similar attitudes to career readiness, and were transitioning or recently transitioned into 

higher education as first-year college students. The Reynolds et al. (2012) poster presentation did 

not provide any total mean or standard deviation statistics for the Academic Self-Concept-Short 

Form (ASCS-SF). However, Sweet (2018) calculated a mean pre-course ASCS-SF score of 

51.20 (SD = 7.42) and a mean post-course ASCS-SF score of 51.03 (SD = 8.79). In another 

study by Baker (2017) calculated a total mean ASCS-SF score of 54.08 (SD = 7.71). Both these 

studies had similar total mean and standard deviation statistics for the ASCS-SF except for the 

post-course standard deviation score. This suggested that results were similar because 

participants were of similar age, enrolled in undergraduate courses, and had similar attitudes 

towards academic self-concept. However, the post-course survey standard deviation score was 

one standard deviation point above the other studies because those students achieved student 

course success in their quantitative methods class. Smith et al.’s (2019) Achievement Motivation 

Measure (AMM) provided a total mean score and standard deviation statistic different to this 

research study. This suggested that different results were because Smith’s et al. (2019) study 

included students with all four years of college experience with 48% of them being non freshmen 

students. Because of this, students who were not in their first-year were more likely into their 

majors, had possible positive seeking attitudes towards a career, and were looking towards their 
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future. Villarreal et al. (2005) reported no mention of total mean scores, standard deviation 

scores, and range of scores of participants for the Pan-Hispanic Familism Scale (P-HFS), which I 

unfortunately could not make any comparisons to participant scores in this research study. 

Suggesting that the studies with these similar results possibly had subsamples that contained 

participants who identified as freshmen and also espoused a collectivistic mentality. The 

researcher collected a sample that largely consisted of Hispanic students (42%) that were all 

first-year college students attending a FYLCP. In the fall of 2019 and 2020, the data showed that 

Hispanic students were comprised of 51% and 52% of the undergraduate population at TAMU-

CC (Data Center for TAMU-CC, 2021; National Center for Education Statistics, 2021). In 

comparison to the 2020 fall enrollment, the sample collected in this study had a 10% lower 

participation rate of Hispanic students. This discrepancy may have played a role in determining 

if students endorsed a collectivist mentality because there would have been more first-year 

Hispanic students that could have participated in this study if they matched the undergraduate 

Hispanic student population. Statistics show that the Hispanic population has increased over the 

past decade and is the second most predominant ethnicity in the country that will keep growing. 

According to the U.S. Department of Education (2019) reported that the White population have 

decreased from 10.9 million to 8.7 million from 2010-2018 while the Hispanic population has 

increased 2.6 million to 3.4 million from 2010-2018 in undergraduate enrollment in degree-

granting postsecondary institutions. All these studies were also conducted at Hispanic-Serving 

Institutions (HSI). Lastly, the Career Decision Scale (CDS) had similar total mean and standard 

deviation statistics with this research study (Osipow, 1987). A dissertation conducted by Gallo 

(2017) reported using the CDS and found similar total mean and standard statistics with a 

subsample of freshmen students, suggesting that these similar results were because both samples 
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consisted of similar number of participants of freshmen or first-year college students, similar age 

groups, and had similar attitudes with regard to career indecision. It also important to note that 

the researcher did not incorporate open-ended item 19 into the analysis from the CDS. According 

to Osipow (1987), the user who administers the CDS only scores the first 18 items from the 

Certainty Scale and Indecision Scale to determine a total score. However, in hindsight item 19 

should have been included for students to fill out in order to capture any unique barriers to the 

decision-making process that may have not been represented in the scale items (Osipow, 1987). 

 For question two, I wanted to determine if there were any significant relationships 

between career maturity, academic self-concept, achievement motivation, and familismo with 

first-year college students. Using Pearson product moment correlations, I found that there were 

no statistically significant relationships between achievement motivation and academic self-

concept. Results suggest that were was also no linear correlation between these two scales with 

this sample. Upon further consideration, one reason for this result could be due to that the ASCS-

SF focuses more on noncognitive aspects of personality while the AMM focuses more on 

thoughts and behaviors for the need to achieve. However, in further studies, this should not 

discourage researchers from using these two instruments with their populations in the future. In 

addition, there was no statistically significant relationship between career maturity and 

familismo. Results suggest that were was also no linear correlation between these two scales 

with this sample, which is surprising as the CMI-Counseling Form C has a consultation subscale 

that addresses interdependence with family and friends. However, it is possible that the 

interpretation of these consultation scores vary depending on a cultural identity (Savickas & 

Porfeli, 2011). That 58 % of the sample were not of Hispanic origin could have produced this 

result. It is possible that these individuals with family connections does not translate to their 
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career choices. These students may not also be as family orientated, may have stronger western 

ideals, and more likely to be individually goal orientated compared to those who identified as 

Hispanic in this sample. There were also eight significant Pearson correlation scores among the 

scales in this research study. The results suggested that there was a linear correlation among 

these scales (See Table 2). Lastly, there were no relationships that had R values greater than .80 

that suggested the absence of multicollinearity with these scales which allowed the researcher to 

determine which variables likely had a contributing variance to the overall model.  

 For question three, a hierarchical regression analysis was conducted to determine the 

influence of achievement motivation and familismo in first-year college students’ career 

indeciveness after controlling for career maturity and academic self-concept. In block one, the 

CMI and ASCS-SF scores yielded a statistically significant contribution to the overall model. 

This was consistent with the hypothesis based on other research studies with similar results 

(Alam 2016; Istiana, 2017). In block two, the AMM scores did not yield a unique contribution to 

the overall variance explained. Somewhat surprisingly, this result was not consistent with the 

researcher’s hypothesis that it would produce a statistically significant contribution to the overall 

variance. Ferguson (2007) reported a statistically significant relationship with career decision 

score from the CDS and the achiever and goal scores from the Achievement Motivation Profile 

(AMP). Additionally, the author noted that the sample collected were both freshmen and 

sophomore students who were in elective classes, meaning these students were possibly self-

motivated to learn. It is possible that different results were obtained because of the uniqueness of 

the researchers’ sample being only first-year college students. Those in higher level grades are 

more likely to persist to achieve compared to first-year college students who may lack certain 

academic and career resources to be successful. Lastly, in block three, the P-HFS scores did not 
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yield a unique contribution to the overall variance explained. The results found here were 

surprising since family can play a vital role with the career decision-making process. Within this 

study, it is possible that a mixed sample which did not include all Hispanic students played a role 

in these results. Since half of the students who did not identify as Hispanic may have espoused a 

more individualistic mentality towards career choice. Although family is important to them, 

choosing a career based on what the family needs may not have been a priority for them. Thus, it 

may not have resonated with them and ultimately impacted the overall model.  

The Predictive Hierarchical Model 

 The hierarchical regression model indicated that the total scores of CMI and ASCS-SF 

estimating the predictor variable yielded a statistically significant model. This accounted for 

approximately 52.7% of the change in the CMI and ASCS-SF total scores in block one. 

However, achievement motivation only accounted for .2% of additional variance and familismo 

only accounted for .8% of explained variance. As mentioned before, researchers have found 

relationships between these variables and it made sense for the researcher to pair these together 

for model 1. So based on these results of the present study, the researcher is able to confirm 

previous findings.  

 The non-statistically significant results for block 2 with the experimental achievement 

motivation variable were not expected and it may be due the overall uniqueness of the freshmen 

sample. The non-statistically results for block 3 with the experimental familismo variable were 

also not expected and it may be due the mixed sample used in the study. Also, it was not 

expected given our understanding of Hispanic culture when making career decisions. Although 

block 2 and block 3 were not significant in the overall model, it should not discourage future 

researchers in further understanding these constructs with first-year college students.   
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Predictive Variables 

Career Maturity  

Individuals who are found to have high career maturity have the ability to recognize 

specific occupational-related preferences and complete tasks that allow them to achieve their 

goals. In addition, as mentioned earlier, researchers have found that career maturity is closely 

related to career indecision (Alam; 2016; Istiana, 2017; Levinson et al., 1998; Migunde et al., 

2015; Prideaux & Creed, 2001). McCaffrey et al. (1984) found that college students in higher 

grade levels (junior and senior) reported higher levels of career maturity when compared to 

lower grade level students (freshmen and sophomore). The authors noted that freshmen had 

significantly lower career maturity scores than senior students using the Career Development 

Inventory (CDI). This suggests that upper grade level students are further along in the career 

development process regarding attitudinal and cognitive readiness to pursue a career.  

Brown and Lent (2012) noted that students with high levels of attitudinal readiness are 

active in planning and investigating their future in a career, and that students with high levels of 

cognitive readiness have obtained knowledge regarding occupations and know how to make 

reliable career decisions with the information available to them. The results of this study 

indicated that career maturity and academic self-concept in step one proved to be statistically 

significant criterion variables that influenced career indecision. However, it does seem that 

career maturity carried the weight in step one with a partial correlation of -.731. Suggesting that 

an individual who has high career maturity is more likely to have less career indecision. While 

someone who has high academic self-concept may or may not struggle with deciding on a career.  
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Academic Self-Concept 

 

Beheshtifar et al., (2012) noted individuals with a positive self-concept tend to become 

more successful in the career-decision-making process. In contrast, those with lower levels of 

self-concept lacked cognitive and motivational resources (Nunez et al., 1998). In addition, an 

individual with high academic self-concept has a strong knowledge base and perceptions about 

themselves in academic situations (Ferla et al., 2009; Reynolds, 1988). Also, students with 

higher levels of academic self-concept valued their own abilities, accepted challenges, took on 

new risks and goals, and had a higher motivation to complete challenging tasks (Bong & 

Skaalvik, 2003; Pintrich et al., 1994). Researchers have found that individuals who have higher 

academic self-concept reflect positively with academic grades, college attendance, academic 

achievement, and educational attainment (Guay et al., 2004; House, 1993). This suggests that 

students who have higher academic self-concept are more likely to succeed academically. 

Students with higher levels of academic self-concept seem have positive attitudes regarding 

school, confidence with their academic goals, and the internal resources to perform well in the 

classroom. Lastly, researchers can use the ASCS-SF to assess for academic self-concept. 

As stated before, the assumption before the regression analysis took place was that both 

predictive variables in model one would be statistically significant with the career-decision-

making variable based on what was found in the literature. Reynolds et al. (2012) noted a 

Cronbach’s alpha of .90 using a sample size of 466 college students demonstrating strong 

internal consistency for the measure. The author also noted that a sub-sample of 42 college 

students took the same assessment again approximately a week later, producing a test-retest 

reliability coefficient of .85, suggesting that this predictive variable was appropriate for the use 

of first-year college students. You could also argue that students who have high career maturity 

https://www.sciencedirect.com/science/article/pii/S2007078013716924#bib0105
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are very likely to have high academic self-concept based on the results found in this hierarchical 

regression study and what has been found by previous researchers. However, someone who has 

high academic self-concept may or may not have low career indecision whereas someone with 

high career maturity will likely have low career indecision. Overall, academic self-concept seem 

like a great fit with model 1 within the hierarchical regression model. 

Achievement Motivation 

 McClelland (1961) mentioned that individuals who are high achievers tend to have a 

characteristic need to achieve. Smith et al. (2019) noted that individuals who have high cognitive 

motivation seem to plan action towards excellence, expect success, and have positive feelings 

afterwards, worry about failure before and after it is achieved, and seek help from others to 

successful. The authors also noted that those with high behavioral achievement motivation take 

more calculated risks, understand how they are doing, seek constructive feedback, test their 

personal responsibility to accomplish goals, and approach new situations with intentionality. 

This suggests that students who have higher levels of achievement motivation are more likely to 

be academically successful and that this may also impact some levels of the career development 

process. 

 According to the hierarchical regression analysis, achievement motivation in step 2 did 

not produce any statistical significant findings in relation to the overall predictive model. The 

assumption was that there would be a statistical significant finding because students who were 

decided on their career would likely persist and succeed academically (Berger & Milem, 1999). 

In addition, it seem like it would be a good fit because it had similar theoretical underpinnings 

with career maturity, which is a construct similar to career indecision. Which evidences with the 

AMM levels from this age demographic. As stated earlier, Ferguson (2007) found a statistically 
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significant relationship between the Indecision score from the CDS and the Achiever and Goal 

scores from the Achievement Motivation Profile (AMP). However, it is important to mention 

that the AMP was developed to be used with underachieving students and has very few relatable 

concepts that relate to achievement motivational theory (Smith et al., 2019). Additionally, the 

authors also mentioned that the AMM had low reliability scores with the achievement behavior 

subscale which could have impacted the results of this study.  

Familismo 

 Sabogal et al. (1987) noted individuals with high levels of familismo tend to have a 

strong identity and attachment to nuclear and extended family members (Sabogal et al., 1987). 

Researchers have expressed that familismo is both attitudinal and behavioral (Calzada et al., 

2013; Steidel & Contreras, 2003; Sabogal et al., 1987; Villarreal et al., 2005). Also, Hernandez 

& Bamaca-Colbert (2016) noted that behavioral familismo and career indecision may be 

relatable; for example, the pressures of assisting parents in work may interfere with alternate 

positive opportunities, such as a college student who, while trying to pursue an education, must 

leave to help out the family who is struggling financially. This suggests that students who take 

care of their parents may have to disregard their education in order to help with the 

responsibilities of the home. Students who come from strong family ties often have expectations 

to stay and help the family at any cost. In relation to this study, the assumption was that 

familismo may have some impact on student’s career-decision-making; however, it was believed 

that familismo would have a significant relationship with career indecision.  

 The assumption was made that familismo could possibly be a fit with hierarchical 

regression analysis because of the sample population and that there was a possibility that the rest 

of the sample excluding Hispanics would espouse a collectivistic mentality. However, Villarreal 
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et al. (2005) mentioned that the P-HFS was constructed on the ideological beliefs of family and 

the questions were not behavioral in nature. If such is the case, it could be a reason why 

familismo was also not statistically significant in step 3 in this hierarchical regression model. 

Because the P-HFS did not capture behavioral familismo, there may have been behavioral 

familismo questions that could have provided support for this construct with the career-decision-

making process. However, familismo can still be seen has a cultural construct where it can be 

viewed with a diverse group of people. Career counselors can assess for familismo using both 

behavioral and attitudinal scales to help students identify with a various beliefs about how family 

is important to them and what that means for the career development process. 

 

Implications 

 

 The results from this study have implications for career counselors and academic support 

staff. It is important that we understand the uniqueness of first-year college students and the 

Hispanic population as it is one of the fastest growing ethnicities in the United States. When 

working with the Hispanic population we want to take into consideration that we don’t assume 

that their career choice is theirs alone because the values and beliefs about family may have a 

bigger impact on their career choice. With that in mind, career counselors should identify and 

explore first-year college student’s impact of family beliefs and values with during the career 

decision-making process. This could be both attitudinal and behavioral family beliefs and values.  

Also, academic support staff, such as first-year instructors and administrators, should recognize 

that it is normal for first-year college students to have career indecision. However, it can lead to 

chronic career indecision in the future where the student may have difficulties choosing a career 

or major as upper-level students, dropping out at higher rates, employing dysfunctional beliefs in 

career decision-making, and experiencing lack of motivation and awareness of occupational 
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information, career anxiety, and lack of career control (Daniels et al., 2011; Gati et al., 1996; 

Ferguson, 2007; Nauta, 2012; Savickas & Porfeli, 2011). In addition, this can manifest with 

other career-related issues such as job transitions, relocations, job hunting, and unemployment 

(Osipow, 1999). It helps motivate career counselors and academic support staff to make sure that 

they identify and screen individuals who have career indecision during the career decision-

making process. It is important for career counselors and academic support staff to also 

understand how it can impact first-year college students’ academic and vocational careers in the 

future to choose a career that matches their interests and values, be more likely to graduate, be 

motivated to succeed and be in control, and have fewer issues with other career-related decisions.  

Career Counselors 

 An implication for career counselors is that there is a significant relationship between 

career maturity and academic self-concept with the career-decision-making process. This 

suggests that career counselors can assist first-year college students by improving career choice 

readiness either with individual or group sessions at a career services center. Savickas and 

Porfeli (2011) noted that career counselors may use the CMI Form C, so that once the student 

completes it, the career counselor can teach by introducing concepts related to career choice 

readiness and career concern. The authors describe using a three-step cycle of non-directive 

exploration, directive shaping, and exploration by drawing out students’ attitudes and examining 

beliefs, emotions, and behaviors about career decision-making. Next, career counselors can use 

probing questions, open-ended questions, reflection of thoughts and feelings, silence, and 

questions of meaning to respond to the students and provide a broader adaptive perspective on 

attitudes regarding career decision-making (Savickas & Porfeli, 2011). When the student 

expresses a new career choice attitude, the career counselor may use homework, role-play, and 
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behavioral modeling to guide goal-directed behavior. Lastly, career counselors should still help 

students who have high career maturity with career planning and educate them about the world 

of work. 

 Career counselors can also create website pages dedicated to career readiness, career 

choice, and career planning by providing links where students can access and search for career 

options based on their values and interests. Also, using the SCCT framework, career counselors 

can explore first-year student’s support systems and contextual barriers. For example, a first-year 

Hispanic student may be having difficulty being away from their family during their initial time 

at the university, so it would prudent to explore this barrier and help the student cope with these 

pressures. Also, the career counselor can then explore if the individual is experiencing anxiety or 

frustration towards this new environment being away from home. Andujar (2006) mentioned that 

career counselors can also use humor with Latino(a) students to help them adjust to difficult 

events and alleviate the stress in their lives by telling jokes and having funny relatable stories in 

session. This approach could be used to build rapport with the student. Also, Hispanic parents 

and older siblings tend to play a huge role in the individuals decisions about their career 

aspirations and choices, so it also prudent for the career counselor to recognize and be careful to 

not impose one’s values and beliefs that may negatively impact the career counseling process.  

In group career counseling sessions, the career counselor can address the item discussion 

cycle within the group to allow group members to serve as role models for others who are still 

developing a their attitudes. Specifically, this could mean that a student who demonstrates higher 

levels of career maturity may motivate others in the group to make appropriate career decisions. 

Also, students can encourage other students to explore their career choice with the career 

counselor as the lead facilitator. In addition, Rowell et al. (2014) described using Pyle’s (2007) 
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group career counseling model to improve career decision-making in college students. The 

authors noted it is a multi-theoretical framework that consists of four distinct stages that help 

college students with cognitive and affective goals in each stage while the career counselor 

utilizes specific counseling skills in each stage. These four stages are: encounter, exploration, 

working, and action. In the first stage, the career counselor makes the students feel comfortable, 

clarify expectations, and uses attending skills to create a group climate. Second stage is the 

career counselors helping members learn about the world of work and explain how personality, 

value, interest, and ability impact career decision-making by displaying empathy, probing, self-

disclosing, circling, and linking . Career counselors in the third stage display advanced empathy, 

challenge members discrepancies, facilitate feedback, and process experiences and new 

information by the members. The career counselor in the last stage, draws conclusions, sets 

goals, and brings closure with members. Pyle (2007) provides career counselors scripts that 

include in-sessions activities and homework for undergraduate college students. 

 Career counselors who administer the CMI Form C can tailor the interventions 

specifically to the needs of first-year college students that focus on career concern, curiosity, or 

confidence. Savickas and Porfeli (2011) mentioned that students who had low scores in these sub 

categories could administer the Self-Directed Search to explore the ideas about the world of 

work; however, those students who score high could be administered the Strong Interest 

Inventory to explore their interests based on their personality. In addition, I think you could also 

administer the ASCS-SF along with the CMI Form C as additional resources to help first-year 

students. Reynolds et al. (2012) and Reynolds (1988) described how the ASCS-SF can be used 

as an instrument to identify and help college students with school-related attitudes. The career 

counselor can identify the self-perception of a student’s attitude on how well they believe they 
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are doing in the classroom and compare and contrast it to the perceptions of how others such as 

teachers and peers view them as a student. This is so, especially because some first-year students 

may have trouble fitting in during the transition to higher education. The ASCS-SF and the CMI 

Form C could be made mandatory for first-year students to complete for those who are in an 

FYCLP. Structuring a campus community-wide program for students in an FYCLP to visit a 

career counselor for a minimum number of sessions could be useful to help them identify career 

interests and accomplish career-directed goals. Also, career counselors could conduct workshops 

and group counseling sessions to help first-year students identify different aspects of career 

decision-making that could also help improve school-related attitudes as well. Online workshops 

could provide a series of modules that focus on career readiness, career concern, confidence, 

decision-making, attitudes related to school, and how to plan for a vocational future. The campus 

community-wide program under the FYCLP can also create a referral system to help academic 

support staff identify first-year students who need help with the career-decision-making process. 

 Career counselors should also make note of the recent COVID-19 pandemic that has 

impacted students’ academic and vocational lives. Although 63 % of first-year college students 

reported not having career concerns with the COVID-19 pandemic, it is still important to note 

that the data was collected during the beginning of the pandemic. After a full year, it is possible 

that more first-year student’s attitudes towards career concerns have shifted the other way. For 

example, after a while some students may have feared that certain majors may not be a viable 

option to pursue because the pandemic has impacted the economic market for those future 

occupations. Other students may question if it is even reasonable to attend college right now 

during this pandemic as they may be concerned about their physical well-being and may want to 

stay isolated. Other students may experience mental health issues while being at home due to 
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long periods of isolation and loneliness as they try to pursue a career through distance learning. It 

is important that career counselors listen to first-year college students career concerns for they 

may be also experiencing anxiety, frustration, apprehension, and/or hopelessness about their 

vocational future during this historical event. Another statistic to note in the sample is that a 

large percentage (67%) of participants reported not working. This sample, collected during the 

start of the pandemic, is not consistent with historical trends at TAMU-CC that show most 

students working part- or full-time during their enrollment. Another possible contributing factor 

in why first-year college students reported not working because they were probably afraid to 

contract the virus and infect a loved one. Little was known about the Covid-19 virus at the time 

so students choose to be safe and decided to isolate in their homes for the time being. When 

more was known about Covid-19 and more protective measures were put into place students may 

have become more comfortable working during the pandemic. Also, it is possible that more first-

year college students are curious about working part-time to support their family, so career 

counselors may provide information about the gig economy (e.g., Uber, Shipt, Fiverr, etc.). 

Lastly, it might also be wise for career counselors to explore careers that are lesser known or 

consider new types of occupations that were created during and after the pandemic with first-

year college students.  

Academic Support Staff 

 Typically, first-year seminar instructors involved in a community’s program are the first 

line of defense for first-year college students as they interact with these students most during 

their time on campus. For context, the participants involved in this research study were from an 

innovative and nationally recognized community program. First-year seminar instructors can be 

trained to identify and refer first-year students out to career counselors for additional support 
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related to school attitudes and career readiness to improve career decision-making. They could 

discuss topics related to career decision-making prior to class starting or incorporate it during 

their classroom instruction. For example, instructors could conduct an informal survey about 

what career/major the students would like to pursue and discuss with the students how they are 

going to achieve that goal. Also, first-year seminar instructors can discuss with students what 

resources are available to them on campus to help them be informed about the career decision-

making process. Directing them to the career services center at their respective university and 

schedule an appointment with a career counselor can be the first step in deciding on and 

exploring different careers. However, first-year college students may be inclined to forgo these 

resources because they might feel obligated to attend, focused primarily on academics, or lack 

motivation to explore a career because they can always go next semester.  

First year instructors must be sold on the idea of how important career development is 

with students and encouraging them that exploring careers as soon as possible will help with the 

decision on what major to pursue if they are undecided. In addition, administrators who make 

budget decisions related to the curriculum and set the programming for these community 

programs can create a training structure for first-year seminar instructors, peer mentors, career 

counselors, and/or counselors-in-training (CIT) on campus to provide the best support for these 

students.  

 Also, administrators can coordinate activities or programs, such as retrieving and 

presenting data related to academic and career outcomes to assist in career decision-making. For 

example, in response to a recent survey, Galvan and Negrete (2017) developed an evidenced-

based career literacy program that promoted early career planning and exploration with career 

decision-making for freshmen students. With the help of career counselors, peer mentors were 
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trained to provide career planning tools at Texas A&M University-Kingsville (TAMU-K) that 

helped students pursue their academic goals. First-time college students would meet with a peer 

mentor to discuss a variety of academic programs in relation to each major. The objective was to 

increase the number of underclassmen utilizing career-decision-making resources (Galvan & 

Negrete, 2017). The authors mentioned mentors exploring career decision-making by using 

sample questions such as: 

• Did you take a career assessment to explore your interests as they relate to majors and 

jobs? 

• What careers are related to your major? 

• Do you need an advanced degree to pursue your intended career choice? 

• Do you know where to find internship and job postings? 

• Have you met with a career advisor? 

Lastly, college administrators who work directly with first-year seminar instructors can 

reach out to the College of Education and speak with counselor educators about opportunities for 

CIT’s to work with first-year college students or conduct workshops that focus on career choice, 

career exploration, and goal setting. Administrators may also consider organizing and offering a 

career planning class for first-year college students that can be used as an elective course to also 

help offset the load for career counselors especially if there is a huge first-year college student 

population. Suggesting that elective courses may bring in first-year college students who are 

motivated to persist academically because it would count toward their degree and can be seen as 

a learning opportunity for exploring career choices and career skills. Administrators can also 

collaborate with counselor educators by creating their own career literacy programs such as one 

developed by Galvan and Negrete (2017) to provide an evidenced-based approach based on the 
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needs of first-year college students where CIT’s can utilize their skills during practicum and 

internship at these community programs. Lastly, first-year students may be less hesitant to work 

with a peer mentor and open up about the career decision-making process. 

Limitations 

 This hierarchical regression study provides additional information to the literature on the 

career development process of first-year college students. As mentioned earlier, this hierarchical 

regression study may be affected by limitations, either unforeseen by the researcher or because 

the researcher had no control over certain factors.  

 The first limitation is that the participants’ responses with these instruments were self-

reported. Due to this self-report status, it is not evident how truthful and accurate these responses 

were in terms of the instruments used. However, I one can assume that each participant answered 

to the best of their ability at that moment. It is possible that some students felt rushed or felt the 

need to answer according to what they thought the researcher wanted to know. Other factors may 

have contributed, such as, for example, genuine interest in the topic, motivation to complete the 

task, and potential extra credit from the instructor. Generally students who may not be interested 

in the material related to the topic may not take the adequate time to answer each question 

thoughtfully. Students who lack motivation to complete the survey may input answers that are 

not appropriate for them. Lastly, students who were not motivated to complete the survey may 

have done so because the extra credit incentivized them to answer randomly without much 

thought. 

 The second limitation was that the researcher used the non-probability sampling 

procedure, convenience sampling. This sampling technique is not as rigorous when compared to 

random sampling procedures. The researcher chose the convenience sampling procedure because 
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of the accessibility it afforded to participants. Participants enrolled at the FYCLP were easily 

accessible and thus made it convenient to gather the sample with the help of instructors through 

Blackboard and Qualtrics.   

 The third limitation was that the researcher chose a sample from only one location in 

south Texas at an FYLCP, therefore leading to possible cultural concerns of familism with other 

diverse populations. Fifty eight percent of participants were not of Hispanic, Latino(a), or of 

Spanish origin  (n = 53). It is impossible to tell if the demographic represented in this study 

espoused collectivistic values however, it was found that familismo was not a statistically 

significant factor.    

 The last limitation was that the researcher did not include gender-inclusive language in 

the demographic questionnaire that was provided to the participants in this study. Only male and 

female gender options were available to be selected by participants, however a non-binary 

option, not listed fill in the blank option, and prefer not to reply option should have been 

available as this may have impacted some participants. Also, the researcher should have 

provided an option where participants could indicate their own personal pronouns. The 

researcher understands how important inclusivity is and recognizes the diversity of gender 

expression among all participants.   

Suggestions for Future Research  

 In this research study, only 42% of the participants in the sample identified as Hispanic, 

Latino(a), or Spanish origin (n = 38). Meaning that in future studies, researchers could gather 

larger samples that specifically collect and identify only participants of Hispanic, Latino(a), or 

Spanish origin with regards to familismo with the other variables in the study. In addition, it is 

important that the researcher includes gender-inclusive language in the demographic 
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questionnaire in further research studies. This is important to ensure that the researcher promotes 

gender equality and remove any gender bias. Lastly, the researcher wants to make sure that the 

participants feel heard and values their diverse backgrounds.  

 Furthermore, the researcher only collected a sample of first-year students from a FYLCP 

at a university setting. It is also important to collect samples of first-year college students who 

transitioned from different educational institutions outside of a university setting like a technical 

school or community college that can provide a broader range of diverse individuals. According 

to the U.S. Department of Education (2019) 37% of high school students are seeking out career 

and technical education (CTE) that may lead to additional training right after graduation which 

culminates in specialized certifications, apprenticeships, or employment. However, these 

students may still be undecided on choosing a particular technical profession in that field. Also, 

there are 30 million jobs that do not require a bachelor’s degree which pay average salaries of 

55,000 dollars a year thus creating a competitive economic market for these positions as 

employers seek out individuals with these specialized skills (U.S. Department of Education, 

2019). According to the National Center for Education Statistics (2019) reported that in 1999 

only 9.6 million students were in trade schools or 2-year institutions but as of 2014 this number 

increased to 16 million students. Suggesting that more students are now looking to purse a 

specific skill set and enter the workforce as soon as possible. Additionally, first-year college 

students located in different settings may have a different set of challenges with the career 

development process. For example, older students in trade schools may have family obligations, 

have a lack of time due to rigorous schedules, seek to remain competitive in the workplace, 

typically pay for their own tuition, concerns with retirement, and are seeking a specific job skill. 

The U.S. Department of Education (2018) reported that in the fall of 2017 57% of students older 
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than 25 attended 2-year private nonprofit institutions and 55% of students older than 25 attended 

2-year private for-profit institutions. Suggesting that researchers should look to conduct studies 

with this population because a good segment of older students are pursuing their education than 

those who just graduated from high school at these 2-year institutions. 

 Also, the researcher mentioned how achievement motivation and familismo were not 

statistically significant variables in this hierarchical regression analysis, however, that should not 

discourage future research to focus on all four predictor variables with the criterion variable of 

career indecision. Lastly, as mentioned earlier, the COVID-19 pandemic may have long lasting 

effects for years to come and it may be reasonable for researchers to conduct studies that learn 

about the impact regarding the career development process with first-year college students about 

the uncertainty of the world of work. 

Conclusion 

 This predictive quantitative study examined to what extent that career maturity, academic 

self-concept, familismo, and achievement motivation support first-year college students’ career 

decision-making. Instruments such as the Career Maturity Inventory, Academic Self-Concept 

Scale-Short Form, The Pan-Hispanic Familism Scale, Achievement Motivation Measure, and the 

Career Decision Scale were used to analyze the research questions with first-year college 

students. The results suggested that career maturity and academic self-concept significantly 

predict career indecision. However, achievement motivation and familismo were not significant 

predictors of career indecision. Overall, findings of the study can supply a benefit for 

stakeholders who have a direct impact on career decision-making with first-year college 

students, such as career counselors, faculty, and other academic support staff. 
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Appendix 2: Information Sheet 

 

INFORMATION SHEET 

Predictive Ability of Career Maturity, Academic Self-Concept, Familismo, and Achievement 

Motivation on Career Decision-Making with First-Year College Students 

 

Introduction 

The purpose of this form is to provide you information to help to make the decision on whether 

to participate in this research study.   

 

Why is this research being done? 

The goal of this research study is to examine the extent to which career maturity, academic self-

concept, familismo, and achievement motivation predict career indecision among first-year 

college students. 

 

Who can be in this study? 

We are asking you to be a part of this research study because you are a first-year student. To be 

eligible to be in this study, you must: 

• be over the age of 18 and 

• be currently enrolled as a first-year student  

 

What will I be asked to do? 

Being in this study involves taking several surveys and a demographic questionnaire. If you 

agree to be in this study, you will be in this study for 20 minutes. 

 

If you choose to be in this study, the following things will happen: 

• You will be asked to not write your name on these surveys, complete the surveys and 

give them back to the researcher. 

• You will be asked to answer some questions by filling out surveys on: demographics (i.e., 

age, sex, ethnicity, student status, academic load, living situation, working situation, 

and financial aid status.), career maturity, academic self-concept, familismo, 

achievement motivation, and career indecision.   

 

What are the risks involved in this study? 

 

This research involves minimal risks or risks that are no more than what you may experience in 

everyday life.  The main risk may include: 

 

• Confidentiality risk: Your participation will involve collecting information about you. 

There is a slight risk of loss of confidentiality.  Your confidentiality will be protected to 

the greatest extent possible. You do not have to give any information to the study that 

you do not want to give.  

• Survey Questions: Some questions may be embarrassing or uncomfortable to answer. 

Sample questions that you may be asked are: “My family members and I share similar 

values and beliefs.” or “I feel that I do not have the necessary abilities for certain courses 

in my major.” You do not have to answers questions you do not want to answer. 
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What outside assistance is available to me if I feel psychologically distressed? 

You may contact the university's counseling center, if you are experiencing psychological 

distress. The number is 361.825.2703 (phone) for regular office hours or may call 361.825.2703 

and press 2 to be connected to the emergency counselor for after hours. The contact information 

for a toll-free crisis hotline is (1-800-233-HELP). 

What are the alternatives to being in this study? 

Instead of being in this study, you may choose not to be in the research study. 

 

What are the possible benefits of this study? 

 

There may not be a direct benefit to you for being in this study. By being in this study, you may 

help researchers learn more about career decision-making with first-year college students in the 

future. 

 

Do I have to participate? 

 

No. Being in a research study is voluntary.  If you choose not to participate, there will be no 

penalty or loss of benefits to which you are otherwise entitled.  

 

What if I change my mind? 

 

You may quit at any time.  There will be no penalty or loss of benefits to which you are 

otherwise entitled. 

 

You may decide not to participate or quit at any time without your current or future relations 

with Texas A&M University-Corpus Christi or any cooperating institution being affected.   

 

Who will know about my participation in this research study? 

This study is confidential.  

 

When information collected about you includes identifiers (like names, addresses, phone 

numbers and social security or individual taxpayer identification (ITIN numbers), the study can 

involve confidential information. 

 

All research records will be kept secretly. Research records will be seen only by authorized 

research team members. We will share your information only when we must, will only share the 

information that is needed, and will ask anyone who receives it from us to protect your privacy. 

 

No identifiers linking you to this study will be included in any report that might be published or 

presented.   

 

 

Who can I contact with questions about the research? 

Dr. Joshua C. Watson is in charge of this research study.  You may call Dr. Joshua C. Watson at 

(361) 825-2739 or email him at Joshua.watson@tamucc.edu with questions at any time during 

the study.   
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You may also contact Basilio Rodriguez at Basilio.rodriguez44@islander.tamucc.edu with any 

questions you may have.  

 

Who can I contact about my rights as a research participant? 

 

You may also call Texas A&M University-Corpus Christi Institutional Review Board (IRB) with 

questions or complaints about this study at irb@tamucc.edu or 361-825-2497. The IRB is a 

committee of faculty members, statisticians, researchers, community advocates, and others that 

ensures that a research study is ethical and that the rights of study participants are protected. 

 

CONSENT TO PARTICIPATE 

To participate in this research study, the researcher will read the classroom recruitment script and 

information sheet. I will then pass out the surveys. By filling out the surveys, you are agreeing to 

participate in the study. By participating in this study, you are also certifying that you are 18 

years of age or older.  

 

If you do not agree to participate in the research study, please do not fill out the surveys and turn 

in the blank surveys without anything filled in. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:Basilio.rodriguez44@islander.tamucc.edu
mailto:irb@tamucc.edu
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Appendix 3: Recruitment to Instructors 

RECRUITMENT FOR INSTRUCTORS 

To whom it may concern, 

Hi, my name is Basilio Rodriguez and I am a doctoral candidate in the TAMU-CC 

Counselor Education program. I am conducting a study examining the degree to 

which career maturity, academic self-concept, familismo, and achievement motivation 

predict career decision-making among first-year college students. Since you are listed 

as the instructor of record for first-year students, I am requesting permission to collect 

data with your students via online participation. 

Specifically, I am asking for consent to allow students to take a Qualtrics survey 

containing an information sheet, demographic questionnaire, and instruments. 

https://tamucc.co1.qualtrics.com/jfe/form/SV_byns5cUaOx0SNPn 

Participation takes approximately 20 minutes.  

There are no known or anticipated risks to participation in this study. The questions 

asked are general. For example, “I am satisfied with the class assignments that I turn 

in.” and “My family members and I share similar values and beliefs.” 

Participation in this study is voluntary. Students have the opportunity to discontinue 

their participation in the study at any time.  

All information provided will be considered confidential and grouped with responses 

from other participants. Students will not be identified by name in any report or 

publication resulting from this study. The data collected through this study will be 

kept for a period of three years following completion of the study. 

Thank you in advance if you decide to share my study opportunity with your students. 

I am hopeful to gather the data needed to begin the analysis phase this semester. If 

there is any mechanism in place in your class by which students might be incentivized 

to participate in my study, I would appreciate your support. 

This study has been reviewed and approved through the Texas A&M University-

Corpus Christi Institutional Research Board (IRB). If you have questions, you can 

contact them at 361-825-2497 or irb@tamucc.edu. 

If you have further questions, please don’t hesitate to contact me at 

brodriguez44@islander.tamucc.edu. Thank you! 

https://tamucc.co1.qualtrics.com/jfe/form/SV_byns5cUaOx0SNPn
mailto:irb@tamucc.edu
../../../../jwatson10/AppData/Local/Microsoft/Windows/INetCache/Content.Outlook/K90ALP0G/brodriguez44@islander.tamucc.edu
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 Sincerely, 

Basilio Rodriguez 

Counselor Education Doctoral Candidate 
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Appendix 4: Script for Blackboard 

 

SCRIPT FOR BLACKBOARD 

Hi, I’m Basilio Rodriguez a doctoral candidate in the TAMU-CC Counselor Education Program. 

I am conducting a study examining the extent to which career maturity, academic self-concept, 

familismo, and achievement motivation predict career decision-making among first-year college 

students. 

 

The study may help inform others about the needs of first-year students. Because you are first-

year students, your opinions are important to this study.   

 

Participation in this research study will involve answering survey questions and completing a 

demographic questionnaire in Qualtrics. Participation takes approximately 20 minutes. 

There are no known or anticipated risks to your participation in this study. The questions asked 

are general. For example, “My family members and I share similar values and beliefs.” or “I feel 

that I do not have the necessary abilities for certain courses in my major.” 

There may not be a direct benefit to you for being in this study. 

Participation in this study is voluntary.  

All information you provide will be considered confidential and grouped with responses from 

other participants.  You will not be identified by name in any report or publication resulting from 

this study.  The data collected through this study will be kept for a period of three years after the 

completion of the study. 

You may withdraw from the study at any time without penalty or loss of benefits to which 

you are otherwise entitled.   

This study has been reviewed and approved through the Texas A&M University-Corpus Christi 

Institutional Research Board (IRB). If you have questions, you can contact them at 361-825-

2497 or irb@tamucc.edu. 

For all other questions, or if you would like additional information to assist you in reaching a 

decision about participation, please feel free to contact brodriguez44@islander.tamucc.edu. 

If you agree to participate, please click on the link below: 

https://tamucc.co1.qualtrics.com/jfe/form/SV_byns5cUaOx0SNPn 

Thank you for your assistance with this project. 

Sincerely,  

Basilio Rodriguez 

mailto:brodriguez44@islander.tamucc.edu
https://tamucc.co1.qualtrics.com/jfe/form/SV_byns5cUaOx0SNPn
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Appendix 5: Demographic Questionnaire 
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Appendix 6: Career Maturity Inventory-Counseling Form C 

 

Career Maturity Inventory-Counseling Form C 
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Appendix 7: Academic Self-Concept Scale-Short Form 

 

Academic Self-Concept Scale-Short Form 
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Appendix 8: Pan-Hispanic Familism Scale 

Pan-Hispanic Familism Scale 

 

(items written in English and Spanish) 

Please circle one of the following for each question. 

1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly agree. 

 

 

1. My family is always there for me in                            1, 2, 3, 4, 5 

times of need./Mi familia siempre 

está ahí cuando los necesito. 

 

2. I am proud of my family./Estoy                                  1, 2, 3, 4, 5 

orgulloso de mi familia.  

 

3. I cherish the time I spend with my                              1, 2, 3, 4, 5 

family./Valoro el tiempo que paso 

con mi familia.  

 

4. I know my family has my best interests                      1, 2, 3, 4, 5 

in mind./Sé que mi familia tiene en 

mente los mejores intereses para mi.  

 

5. My family members and I share similar                      1, 2, 3, 4, 5 

values and beliefs./Los miembros de 

mi familia y yo compartimos valores 

y creencias similares. 
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Appendix 9: Achievement Motivation Measure 
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Appendix 10: Career Decision Scale 

 

Career Decision Scale 
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